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.نﯾدﻟا موﯾ ﻰﻟإ مﮭﻌﺑﺗ نﻣ ﻰﻠﻋ و ﮫﺗﺑﺎﺣﺻ و ﮫﻟآ ﻰﻠﻋ و نﯾﻠﺳرﻣﻟا و ءﺎﯾﺑﻧﻷا فرﺷأ ﻰﻠﻋ مﻼﺳﻟا و ةﻼﺻﻟا و 
.مﯾﻛﺣﻟا مﯾﻠﻌﻟا تﻧأ كﻧإ ﺎﻧﺗﻣﻠﻋ ﺎﻣ ﻻإ ﺎﻧﻟ مﻠﻋ ﻻ مﮭﻠﻟا 
 ً ﺎﻣﻠﻋ ﺎﻧدز و ﺎﻧﺗﻣﻠﻋ ﺎﻣﺑ ﺎﻧﻌﻔﻧا و ﺎﻧﻌﻔﻧﯾ ﺎﻣ ﺎﻧﻣﻠﻋ مﮭﻠﻟا.  
كﺗﻣﻛﺣ ﺎﻧﯾﻠﻋ ﺢﺗﻓا مﮭﻠﻟا، ا اذ ﺎﯾ كﺗﻣﺣر ﺎﻧﯾﻠﻋ رﺷﻧا و.مارﻛﻹا و لﻼﺟﻟ  
 ّﻠﺻ وا ﻲﻟ.مارﻛﻟا ﮫﻟآ ﻰﻠﻋ و دﻣﺣﻣ ﺎﻧدﯾﺳ ﻰﻠﻋ مﮭﻠ  













I	 especially	 wish	 to	 thank	 the	 12	 research	 participants	 who	 took	 part	 in	 phase	 1	 of	 this	
investigation,	and	the	226	respondents	to	the	phase	2	online	survey.	My	gratitude	goes	to	the	












more	 Emirati	 families	 in	 Dubai	 choose	 to	 enrol	 their	 children	 in	 private	 schools,	 specifically	
English-medium	 schools,	 than	 public	 ones,	 believing	 that	 they	 offer	 better	 teaching	 and	
learning,	 better	 English	 instruction,	 and	 better	 school	 leadership.	 There	 is	 growing	 concern	
among	 policy	 makers	 and	 Emirati	 parents	 that	 young	 Emiratis	 are	 in	 danger	 of	 becoming	
detached	 from	 their	 national	 language	 and	 culture.	 The	 regulatory	 authority	 for	 private	
schools,	the	Knowledge	and	Human	Development	Authority	(KHDA),	is	encouraging	the	private	
sector	 to	 explore	 bilingual	 educational	 models.	 This	 enquiry	 seeks	 to	 establish	 the	 type	 of	
Arabic-English	bilingual	educational	model	that	would	suit	the	needs	of	Emirati	families	and	to	
explore	the	circumstances	by	which	it	can	take	root	in	Dubai’s	private	K-12	sector.	The	design	
follows	 a	 mixed	 methods	 sequential	 two-phased	 design	 utilising	 multiple	 sources	 of	 data	
generated	through:	written	arguments	by	a	sample	of	12	Emirati	 students	selected	 from	two	




Arabic	 and	 English	 teachers	 in	 equal	 measure,	 or,	 alternatively,	 the	 utilisation	 of	 bilingual	
teachers;	 and	 (4)	 the	 promotion	 and	 use	 of	 Arabic	 in	 everyday	 tasks,	 both	 at	 home	 and	 in	
school.	 The	 findings	 also	 advocate	 that	 the	model	 could	 assume	 any	 of	 Baker’s	 (2011)	 four	
strong	 forms:	 immersion,	maintenance,	dual	 language,	or	mainstream.	To	bring	the	model	 to	
fruition	the	government	of	Dubai	should	consider	investing	in	the	initial	training	and	retraining	
of	 Emirati	 teachers	 with	 the	 end	 goal	 that	 these	 teachers	 would	 populate	 Dubai’s	 Arabic-





A	 mere	 sixty	 years	 ago	 Dubai	 was	 an	 impoverished	 coastal	 settlement	 with	 an	 estimated	
population	of	20,000	 to	30,000	people	 (Hellyer,	1998).	Today	 it	 is	a	modern	city-state	with	a	
population	 of	 2.8	 million,	 91%	 of	 whom	 are	 expatriate,	 and	 a	 per	 capita	 GDP	 income	 of	






15.27	million	overnight	 visitors.	However,	 the	 city-state’s	 rapid	modernisation	has	 come	at	 a	
cost,	 as	 global	 convergence	 forces	 threaten	 to	 impact	 the	 cultural-linguistic	 composition	 of	
Dubai’s	indigenous	population	(Findlow,	2006).		
This	chapter	examines	the	policy	of	linguistic	dualism	adopted	by	Dubai	in	embracing	English	as	
the	 lingua	franca	of	 its	developmental	agenda,	while	attempting	to	retain	 its	cultural	 identity	
(Clarke,	2007).	Linguistic	dualism	is	present	not	only	in	the	facets	of	everyday	interactions	for	a	
Dubai	 resident,	 but	 also	 across	 institutions.	 For	 instance,	 an	 Emirati	 or	 an	 Arab-speaking	
resident	of	the	city	will	most	likely	resort	to	his/her	command	of	the	language	when	interacting	
with	a	civil	servant	in	a	government	office,	while	an	exchange	with	a	waiter	in	a	restaurant	or	a	
counterparty	 in	 a	 business	 transaction	 is	 likely	 to	 occur	 in	 English.	 In	 terms	 of	 institutional	
policies,	 the	Ministry	 of	 Education,	which	 oversees	 Dubai’s	 state	 schools,	 uses	 Arabic	 as	 the	
medium	 of	 instruction,	 with	 English	 taught	 as	 a	 foreign	 language.	 The	 Ministry	 of	 Higher	
Education,	on	the	other	hand,	which	 is	responsible	for	Dubai’s	tertiary	sector,	uses	English	as	
the	medium	 of	 instruction	 across	 its	 various	 state-owned	 universities	 and	 colleges,	 with	 the	
view	 in	mind	of	 imparting	onto	 young	Emiratis	 the	 skills	 (English	 fluency	being	one	of	 them)	
necessary	for	the	job	market	(Gallagher,	2011).	This	policy	has	greatly	influenced	the	migration	
of	 Emirati	 pre-tertiary	 students	 from	 state	 schools	 to	 English-medium	 private	 schools,	 in	 an	






however,	 the	choice	of	 their	children’s	schooling	presents	a	difficult	dilemma,	at	 the	heart	of	
which	 lies	 the	 power	 play	 between	 two	 languages:	 Arabic,	 symbolising	 cultural	 identity,	 and	
English,	symbolising	progress	and	modernity	(Clarke,	2007).	
With	the	two	languages,	Arabic	and	English,	seemingly	at	loggerheads,	the	chapter	introduces	




















The	 Union	 (the	 UAE)	 is	 a	 part	 of	 the	 great	 Arab	 Nation,	 attached	 to	 it	 by	 the	 ties	 of	 religion,	
language,	history	and	common	destiny.	The	people	of	 the	Union	are	one	people,	and	one	part	of	
the	Arab	Nation.	…	 Islam	 is	 the	 official	 religion	 of	 the	Union.	 The	 Islamic	 Shari’a	 shall	 be	 a	main	
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source	 of	 legislation	 in	 the	Union.	 The	 official	 language	 of	 the	Union	 shall	 be	 Arabic.”	 (Article	 7,	
Provisional	Constitution,	1972,	subsequently	ratified	as	permanent)	
The	 reference	 to	 “religion,	 language,	 history	 and	 common	 destiny”	 in	 the	 UAE	 Constitution	
helps	 provide	 insight	 into	what	 the	 term	 cultural	 identity	means	 to	 Emiratis	 (or	 at	 least	 the	
‘official’	 definition	 sought	 by	 the	 founders	 of	 the	 country)	 and	 explains	 why	 Clarke	 (2007)	
considers	Arabic	as	symbolising	Emirati	cultural	identity,	as	mentioned	earlier	in	this	chapter.	In	
this	 context,	 culture	 takes	 on	 a	 broader	 definition	 than	 simple	 ethnicity,	 encapsulating	 the	
aspects	 of	 human	 existence	 that	 relate	 to	 knowledge,	 laws	 and	 customs,	 values	 and	 belief	
systems	that	are	cherished	by	a	group	or	people	(Tyler,	1951).		
The	juxtaposition	between	Dubai’s	deeply-rooted	belief	in	its	Arab	identity	(or	more	accurately,	
its	 cultural	 identity	which	 is	 closely	 linked	with	 the	Arabic	 language)	as	expressed	 in	 the	UAE	
Constitution,	 and	 its	 openness	 to	 the	 forces	 of	 globalisation	 has	 led	 to	 a	 policy	 of	 linguistic	
dualism,	whereby	“English	 is	associated	with	business,	modernity,	and	 internationalism”,	and	
Arabic	is	associated	with	“religion,	tradition	and	localism”	(Clarke,	2007;	pp.	584).	This	is	further	
compounded	 by	 the	 colonial	 legacy	 in	 the	 region,	which	 had	 relegated	 Arabic	 to	 an	 inferior	
status,	 as	 a	 symbol	 of	 nostalgia,	 while	 the	 colonial	 languages	 (English	 and	 French)	 were	
accorded	higher	status,	symbolising	an	openness	to	the	world	and	to	progress	(Davison,	2008).	
With	 linguistic	 dualism	 looms	 the	 spectre	 of	 language	 shift	 (Fishman,	 1991).	 Language	 and	
culture	are	deeply	 intertwined;	 language	being	 the	unique	way	 that	 the	people	who	speak	 it	
express	 how	 they	 view	 the	 world	 (Boas,	 1940;	 Sapir,	 1949;	 Whorf,	 1956).	 The	 Marxian	
paradigm	sees	 language	 shift	 as	 a	natural	 and	 inevitable	 consequence	of	 the	 socio-economic	
development	 of	 a	 country	 (Brenzinger,	 1992).	 Of	 course	 there	 is	 a	 sinister	 side	 to	 the	
phenomenon,	 in	which	an	external	agency	 imposes	 its	will	 for	 its	own	political	and	economic	
benefit.	 In	this	world-view,	language	becomes	a	tool	of	symbolic	violence	 (Bourdieu,	1991).	 In	




language	 that	 allows	 all	 these	 people	 to	 communicate.	 As	 for	 the	 230,000	 (or	 thereabouts)	
Emiratis	who	constitute	Dubai’s	indigenous	population,	turning	away	from	English	means	being	
isolated	 from	 the	 majority	 of	 society,	 and,	 increasingly,	 abandoning	 any	 prospects	 of	
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contributing	 meaningfully	 to	 Dubai’s	 drive	 towards	 developing	 a	 strong,	 service-based	
economy	(please	refer	to	the	 ‘Context’	chapter	 for	 further	details).	The	key	challenge	for	 this	
segment	 of	Dubai	 society	 is	 to	 resolve	 the	 opposing	 demands	 of	 cultural	 identity	 and	 native	
language	 preservation	with	 the	 normalising	 forces	 of	 globalisation	 and	 English	 (Canagarajah,	
1999).	Within	such	volatile	contexts,	“language	education	policies	and	practices	especially	take	
on	a	particular	significance”	(Clarke,	2007;	pp.	583).	




socio-political,	 cultural	 and	 economic	 change	 in	 the	 creation	 of	 appropriately	 hybrid,	
transitional	collective	 identities”	 (quotation	marks	 in	 the	original;	pp.	34).	Karmani	 (2005;	pp.	
101)	goes	a	step	 further	 in	 recommending	 the	exploration	of	“language	education	policy	and	
planning	solutions	 that	are	 locally	based	and	help	maintain	and	 indeed	promote	Arab-Islamic	
values”.	 Precisely	 what	 bilingual	 education	 means	 within	 the	 context	 of	 Dubai,	 the	 type	 of	









sector.	 Private	 schools,	 the	majority	 of	which	 are	 operated	 on	 a	 for-profit	 basis,	 account	 for	
90%	 of	 Dubai’s	 total	 pre-tertiary	 student	 population	 and	 56%	 of	 the	 Emirati	 student	market	






• Firstly,	 to	 explore	 how	 bilingual	 education	 is	 viewed	 by	 Emirati	 students	 who	 are	 in	
private	 education	 in	 Dubai,	 and	 subsequently	 to	 establish	 the	 type	 of	 Arabic-English	
bilingual	model	that	would	be	accepted	by	them.		
• Secondly,	 should	 the	 shared	 sentiment	 of	 these	 students	 prove	 to	 be	 in	 favour	 of	
bilingual	education,	 to	 identify	 the	conditions	needed	 to	encourage	 the	 realisation	of	
this	 type	 of	 schooling	 and	 to	 ensure	 its	 future	 success	 within	 Dubai’s	 private	 K-12	
education	sector.	




topic,	 and	 their	 ideas	would	undoubtedly	 contribute	 to	our	understanding	of	how	an	Arabic-
English	 bilingual	 model	 may	 fit	 into	 this	 landscape,	 if	 at	 all.	 These	 groups	 include	 parents,	
teachers,	school	leaders,	owners	and	operators,	non-Emirati	students	(who	make	up	over	88%	
of	 Dubai’s	 private	 K-12	 student	 population)	 in	 addition	 to	 policy	 makers	 and	 regulators.	 In	
practice,	 however,	 an	 exploration	 of	 the	 views	 of	 all	 these	 various	 stakeholders	would	 have	
expanded	 the	 scope	 of	 the	 study	 beyond	 reason,	 at	 least	 from	 the	 perspective	 of	 an	 EdD	
dissertation.	Ultimately,	 I	 had	 to	 decide	 between	 breadth	 and	 depth,	 and	 I	 chose	 the	 latter.	
Among	all	the	stakeholders	involved,	students	are	the	most	affected	by	the	language	policies	of	
their	 schools,	 and	 yet	 the	 student	 voice	 often	 takes	 a	 back	 seat	 to	 that	 of	 parents	 and	
education	professionals.	 The	 current	enquiry	 attempts	 to	address	 this	 incongruity	by	 seeking	
the	 perspective	 of	 Dubai’s	 native	 student	 population,	 while	 (aspirationally,	 at	 least)	 laying	
down	 the	 foundations	 for	 future	 research	 studies	 investigating	 similar	 themes	 in	 which	 the	
















The	main	research	question	that	 this	enquiry	seeks	to	answer	 is	 intrinsically	both	exploratory	
and	 confirmatory,	 necessitating	 a	 two-phased	mixed	methods	 sequential	 architecture	 to	 the	
research	 strategy	 (Tashakkori	 &	 Teddlie,	 2009),	 as	 detailed	 in	 the	 ‘Methodology’	 chapter.	
Implicit	in	the	question	is	the	dual	language	dilemma	faced	by	Dubai’s	Emirati	society:	the	pull	
towards	 Arabic	 driven	 by	 the	 desire	 of	 Emirati	 families	 to	 preserve	 their	 native	 language	
(Kenaid,	 2011),	 versus	 the	 push	 towards	 the	 acquisition	 of	 English	 imposed	 by	 the	
requirements	of	 the	 job	market	and	everyday	 interactions	 (Clarke,	2007).	While	 the	question	
assumes	 that	 bilingual	 education	 may	 help	 bring	 more	 ‘equity’	 to	 the	 prevailing	 imbalance	
between	 Arabic	 and	 English	 in	 the	 language	 policies	 of	 Dubai’s	 private	 education	 sector,	




Phase	 1	 of	 the	 design	 (the	 qualitative	 phase)	 explores	 these	 questions	 through	 engagement	




of	 language,	 as	 well	 as	 their	 attitudes	 towards	 Arabic	 and	 English,	 before	 being	 asked	 to	
compose	700	to	800-word	essays	presenting	their	arguments	on	the	themes	introduced	by	the	
enquiry.	 In	 phase	2	 (the	quantitative	phase),	 ‘tension	 statements’	 in	 the	 format	of	 an	online	
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questionnaire	 derived	 from	 coding	 of	 the	 student	 essays	 collected	 in	 phase	 1	 into	 ‘loose	
networks’	(Gough	&	Scott,	2000)	were	put,	initially,	to	the	same	students	who	had	participated	
in	phase	1,	and	subsequently	to	a	much	broader	participant	group	of	15	to	18	year-old	Emiratis	







This	 chapter	 examines	 the	 circumstances	 and	main	 policy	 decisions	 that	 have	 helped	 shape	
Dubai’s	 rapid	 advancement	 over	 the	 past	 six	 decades	 in	 terms	 of	 its	 economy	 in	 general	
(section	 2.2),	 and	 educational	 landscape	 in	 particular	 (section	 2.3).	 Section	 2.4	 provides	 a	
summarised	overview	of	language	provision	and	policies	in	Dubai’s	private	schools,	which	have	
led	 to	 the	 dilemma	 faced	 by	 Emirati	 parents	 in	 selecting	 schools	 for	 their	 children	 (the	 pull	
towards	 Arabic	 motivated	 by	 a	 desire	 to	 preserve	 their	 native	 language,	 versus	 the	 push	
towards	English	driven	by	the	forces	of	globalisation),	alluded	to	in	the	‘Introduction’	chapter.	




Little	 is	 known	 about	 Dubai’s	 ancient	 history,	 as	 few	 archaeological	 artefacts	 have	 been	
discovered.	 However,	 there	 is	 evidence	 to	 suggest	 that	 the	 area	 we	 now	 call	 Dubai	 was	
inhabited	by	nomadic	camel	herders	as	 far	back	as	5000	BC	(Millar,	2015).	 Islam	came	to	the	
region	in	the	year	630	AD	during	the	Umayyad	Caliphate	(Bey,	1996).	The	earliest	mention	of	
Dubai	 in	 western	 records	 dates	 back	 to	 1590	 AD	 in	 Voyage	 to	 the	 Oriental	 Indies	 by	 the	




bin	 Butti	 and	 a	 number	 of	 his	 clansmen	 seceded	 from	 Abu	 Dhabi’s	 authority	 and	 settled	 in	
Dubai	(Ramos,	2010).	Sheikh	Maktoum’s	descendants	continue	to	rule	Dubai	to	this	day.	
Dubai's	 close	geographical	proximity	 to	 Iran	made	 it	 an	 important	 centre	 for	 trade	 (Eigner	&	
Sampler,	 2003).	 By	 the	 turn	 of	 the	 20th	 century	 Dubai	 had	 established	 itself	 as	 a	 successful	
transhipment	(or	re-export)	port,	aided	by	the	creek	running	through	the	city,	which	served	as	
a	 natural	 harbour	 for	 fishing,	 pearling	 and	 seafaring	 trade	 (Al-Abed	&	 Hellyer,	 2001).	 In	 the	
1950s	the	creek	began	to	silt.	Realising	the	 inherent	threat	 in	 this	 to	Dubai’s	main	 livelihood,	
the	then	ruler	of	Dubai,	Sheikh	Rashid	bin	Saeed	Al	Maktoum,	embarked	on	an	extensive	and	
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very	 costly	 endeavour	 of	 dredging	 and	widening	 the	waterway.	 The	 risk	 he	 took	 paid	 off,	 as	
Dubai’s	 enhanced	 cargo	handling	 capacity	 increased	 its	wealth	 and	 strengthened	 its	 position	
within	the	region	as	a	key	trading	and	re-export	hub.	With	the	discovery	of	oil	 in	1966,	more	
ambitious	infrastructure	projects	followed,	and	at	breakneck	speed:	Dubai	International	Airport	
had	 a	 new	 terminal	 building	 and	 its	 runway	 extended,	 Jebel	 Ali	 port	 (the	 largest	 manmade	
harbour	 in	 the	 world)	 was	 created,	 while	 schools,	 hospitals,	 road	 and	 telecommunication	
networks	tried	to	keep	pace.	This	was	part	of	a	deliberate	strategy	adopted	by	Sheikh	Rashid	of	
investing	 in	 infrastructure	 as	 a	means	 of	 diversifying	Dubai’s	 economy	 away	 from	 its	 limited	
and	fast	depleting	oil	reserves.	Oil’s	contribution	to	Dubai’s	GDP	stood	at	24%	in	1990;	in	2016,	
this	figure	had	dropped	to	approximately	1%	(Dubai’s	Statistics	Centre,	2017).	
The	 so	 called	 ‘British	 mandate’	 in	 the	 region	 dates	 back	 to	 1820	 when	 a	 peace	 treaty	 was	
signed	by	all	coastal	rulers	(‘Sheikhs’),	ending	decades	of	piracy	raids	on	British	merchant	ships	
by	 local	 tribesmen,	and	 initiating	an	 informal	protectorate	by	Great	Britain	 (Al	Qasimi,	1986).	
When	 the	 British	 government	 in	 1968	 announced	 its	 timetable	 to	 withdraw	 from	what	 was	
then	 known	 as	 the	 ‘Trucial	 States’	 (a	 collective	 of	 seven	 independent	 ‘Sheikhdoms’	 or	
‘Emirates’:	Abu	Dhabi,	Dubai,	Sharjah,	Ra’s	al-Khaimah,	Umm	al-Quwain,	Fujairah	and	Ajman),	





Arab	 Emirates	 (UAE)	 was	 established	 on	 December	 2nd,	 1971,	 (Peck,	 1986).	 Ra’s	 al-Khaimah	
joined	the	new	federation	in	February	1972	(National	Archives,	2017).	
2.2	Dubai	and	the	Capitalist	Developmental	State	Paradigm	
Dubai’s	 extraordinary	 transformation	 over	 the	 past	 60	 years	 can	 be	 examined	 using	 the	
capitalist	 developmental	 state	 paradigm,	 where	 the	 state	 is	 the	 key	 driving	 force	 behind	
economic	development	(Lauridson,	1995).	According	to	Hvidt	(2009):		
Developmental	 states	 are	 furthermore	 characterised	 by	 an	 active	 and	 interventionist	 role	 for	
governments	in	the	pursuit	of	a	strong	developmental	agenda.	A	deeply	felt	urge	to	‘catch	up’	to	
Page	18	of	221	
colonial	 masters,	 and	 the	 developed	 world	 in	 general,	 is	 often	 a	 central	 motivation	 for	 this	
(quotation	marks	in	the	original;	pp.	399).		
Embedded	 autonomy	 is	 a	 defining	 characteristic	 of	 developmental	 states	 (Evans,	 1989).	 The	
term	refers	 to	 the	situation	where	the	state,	albeit	autonomous	 in	deciding	 its	strategic	aims	
and	the	areas	of	economic	development	it	wishes	to	prioritise,	remains	entrenched	in	the	main	
economic	activities	of	the	private	sector,	through	its	close	ties	with	the	leaders	of	industry	and	
commerce.	The	concept	of	embedded	autonomy	 is	an	 important	one	to	bear	 in	mind	for	 the	
current	enquiry.	As	argued	in	the	‘Discussion’	chapter,	for	a	bilingual	Arabic-English	educational	
model	to	establish	a	presence	and	have	the	desired	impact	on	Emirati	families,	there	will	need	
to	 be	 an	 alignment	 of	 interests	 between	 the	 government	 of	 Dubai	 and	 private	 investors	 in	
education.	
Capitalist	 developmental	 states	 are	 generally	 associated	with	 East	Asian	 countries,	 beginning	
with	Japan	in	the	1920s,	and	later	spreading	to	the	city-states	of	Singapore	and	Hong	Kong,	and	
more	 recently	 South	Korea	 and	 Taiwan	 (Wade	&	White,	 1988).	 The	 Japanese	developmental	
state	model	is	a	pragmatic	mix	of	state	sponsorship	and	private	enterprise,	and	has	two	major	
components	 to	 it,	 with	 multinational	 corporations	 playing	 a	 pivotal	 role	 on	 both	 fronts:	 (1)	
huge	spending	on	capital-intensive	industries	sourced	mainly	through	foreign	direct	investment	
and,	 (2)	 focus	 on	 export	 of	 manufactured	 goods	 that	 are	 labour	 intensive	 (Looney,	 2003).	
Taiwan,	South	Korea	and	to	a	 large	extent	China	have	followed	a	similar	path.	Dubai,	being	a	
small	 city-state,	 followed	 a	 different	 developmental	 course,	 which	 Haggard	 (1990)	 calls	
entrepôt	growth2,	modelled	 closely	 around	 the	examples	of	 Singapore	and	Hong	Kong.	Hvidt	
(2009)	postulates	that	entrepôts	bypass	the	whole	developmental	journey	from	an	agricultural	
base	to	industrialisation	to	services,	typical	of	many	advanced	economies	(Kuznets,	1973),	and	
instead	 “develop	 large	 service	 and	 commercial	 sectors	 in	 line	 with	 their	 functions	 as	
intermediaries	 between	 primary-exporting	 hinterlands	 and	 regional,	 imperial,	 and	 world	
economies”	 (pp.	400).	Armed	with	an	 interventionist,	 centralised	and	highly	efficient	 style	of	
governance	and	a	strong	vision	for	the	future,	and	fuelled	by	investment	of	whatever	oil	wealth	















12	 sector	 (both	 public	 and	 private)	 has	 almost	 tripled,	 from	 113,866	 students	 in	 1996	 to	
303,036	 students	 in	 2016	 (Dubai	 Statistics	 Centre,	 2017).	 However,	 the	 narrative	 around	
Dubai’s	 education	 system	 is	 not	 all	 about	 growth	 and	 progress.	 In	 contrast	 to	 the	 rapid	
expansion	of	the	private	K-12	education	sector,	public	schools	have	stagnated.	In	1996,	public	
education	accounted	for	34%	of	Dubai’s	pre-tertiary	student	population;	today	it	accounts	for	
only	10%.	 Enrolment	 in	public	 schools	has	 actually	decreased	during	 the	past	 20	 years,	 from	






community	 (Hayden	 &	 Thompson,	 1998).	 One	 such	 example	 is	 the	 Dubai	 English	 Speaking	
School	 (DESS).	 Founded	 in	 1963,	 the	 school	 offers	 the	National	 Curriculum	 for	 England	 from	
Foundation	 Stage	 to	 Year	 6,	with	priority	 for	 admissions	 given	 to	 children	of	 British	descent.	














this	 day),	most	 student	 fees	were	 paid	 through	 sponsorship	 by	 the	multinational	 companies	
that	either	partly/wholly	owned	the	schools	or	otherwise	employed	the	parents	of	the	children	
on	 roll.	With	 limited	 reach	 and	 ambition,	 and	 its	 reliance	 on	 corporate	 support,	 the	 not-for-






coupled	 with	 the	 not-for-profit	 sector’s	 inadequate	 supply	 of	 seats,	 members	 of	 Dubai’s	









































































Besides	 population	 growth,	 one	 of	 the	 factors	 that	 has	 contributed	 to	 the	 predominance	 of	
private	 over	 public	 education	 in	 Dubai	 is	 the	 establishment	 of	 the	 Knowledge	 and	 Human	
Development	 Authority	 (KHDA)	 in	 2007.	 Prior	 to	 that	 year,	 Dubai’s	 education	 system,	 both	
private	and	public,	was	in	the	hands	of	the	Ministry	of	Education	(MOE),	a	federal	body,	which	
had	 sole	 authority	 in	 terms	of	 setting	policy	 and	 regulating	 the	K-12	 sector	 across	 the	 seven	
Emirates	(Azzam,	2017).	In	relation	to	private	education,	the	MOE	had	a	long-standing	policy	of	
allowing	 the	 sector	 to	 grow	 organically	 with	 little	 regulatory	 interference.	 The	 KHDA,	 which	
oversees	private	schools	only,	took	a	much	more	proactive	approach	to	regulating	the	market,	
with	growth	being	one	of	its	two	strategic	priorities6.	To	achieve	its	desired	rate	of	growth	for	
the	 sector,	 the	 KHDA	 encouraged	 private	 investment	 by	 relaxing	 some	 of	 the	 policies	 it	 had	
inherited	 from	 the	 MOE,	 such	 as	 limiting	 ownership	 and	 the	 issuance	 of	 school	 licenses	 to	
Emirati	individuals	or	Emirati	wholly	owned	establishments	(Azzam,	2016).	This	partly	explains	



























A	2011	 research	 report	 entitled	 “In	 Search	of	Good	Education	–	Why	Emirati	 Parents	Choose	
Private	 Schools	 in	Dubai”,	 published	 jointly	by	CfBT	Education	Trust	 and	 the	KHDA,	 identifies	
three	major	factors	that	influence	Emirati	parents’	choice	of	private	over	public	education:	(1)	a	
perception	 that	 private	 schools	 provide	 better	 teaching	 and	 learning,	 (2)	 better	 English	
language	 instruction,	 and	 (3)	 better	 school	 leadership	 (Kenaid,	 2011).	 Other	 reasons	 include	
socio-economic	 influences,	 driven	 by	 the	 desire	 of	 these	 parents	 to	 assimilate	 their	 children	
within	 a	wealthier	 segment	 of	 Dubai’s	 society.	 The	 author	 of	 the	 report	 selected	 10	 private	
schools	of	the	type	preferred	by	UAE	families.	75	Emirati	parents	took	part	in	the	study,	all	of	
whom	had	a	child	in	kindergarten	and	were	looking	to	place	him/her	in	Grade	1	the	following	
academic	 year.	 The	 report	 claims	 a	 strong	 correlation	 between	 its	 own	 findings	 and	 those	






offered	 government	 scholarships	 to	 study	 in	 some	 of	 Dubai’s	 private	 schools	 (Dubai	
Government	 Media	 Office,	 2017).	 In	 a	 press	 statement	 the	 KHDA’s	 CEO,	 Fatma	 Al	 Marri,	
described	 the	 programme	 as	 a	 "stepping-stone	 towards	 a	 better	 future	 for	 UAE	 nationals",	
adding	that:	"we	have	been	able	to	bring	together	some	of	the	best	private	schools	in	Dubai	to	
support	 this	 important	 initiative	 and	 provide	 access	 to	 high-quality	 education	 for	 Emirati	










early	 as	 Grade	 1	 and	 runs	 through	 to	 Grade	 12,	 the	 last	 year	 of	 secondary	 education.	 In	
contrast,	 Dubai’s	 private	 schools	 offer	 16	 different	 curricula:	 the	 National	 Curriculum	 for	
England	 (NCE),	 Indian,	 American	 (US),	 the	 International	 Baccalaureate	 (IB),	 the	UAE	National	
Curriculum	 (UAEMoE),	 SABIS,	 French,	 Philippine,	 Pakistani,	 Iranian,	 Institute	 of	 Applied	
Technology	(IAT),	German,	Russian,	Canadian,	Special	KG	and	Japanese	(KHDA,	2017).	Of	the	16	
types,	 five	are	 considered	English-medium,	where	all	 subjects,	 except	 for	Arabic	 and	 ‘foreign	
























education	 attend	English-medium	 schools.	 In	 these	 schools,	 all	 subjects	 are	 taught	 in	 English	
with	the	exception	of:	Arabic	 language	 instruction	for	native	and	non-native	speakers,	 Islamic	
studies	for	Arabic	native	speakers	only,	and	Arabic	social	studies	for	Arab	native	speakers	only;	
all	 three	 being	 federally	mandated.	 Additionally,	many	 English-medium	 schools	 offer	 foreign	
languages	 such	as	 French,	German	or	 Spanish.	An	Arab	native	 speaker	 in	 an	English-medium	
school	in	the	primary	years	(age	5	to	11)	or	the	middle	years	(age	12	to	16)	would,	at	best,	be	
exposed	to	his/her	native	language	in	a	classroom	setting	for	about	22%	to	25%	of	the	school	





According	 to	Kenaid	 (2011),	 all	 75	parents	who	 took	part	 in	her	 focus	group	 interviews	cited	
English	language	as	a	reason	for	selecting	a	private	school	over	a	public	one,	believing	it	to	be	
of	 vital	 importance	 for	 their	 children’s	 future	prospects.	 Two	 reasons	were	given.	The	 first	 is	
entry	into	a	university,	whether	local	or	overseas.	The	report	quotes	one	parent:		
After	 graduating	 from	 Grade	 12	 we	 are	 reassured	 that	 our	 children	 will	 pass	 the	 university	
entrance	exam.	No	one	will	ask	them	about	Arabic	language	or	Islamic	studies	(Kenaid,	2011;	pp.	
23).		
The	other	 reason	 is	 the	prevalence	of	English	 in	 the	workplace,	as	 testified	by	another	 study	
participant:		
I	 work	 in	 a	 human	 resources	 department	 and	 English	 language	 is	 a	 job	 requirement.	 The	 first	
thing	they	ask	about	in	a	job	interview	is	proficiency	in	English	language	(Kenaid,	2011;	pp.	23).		
However,	while	 there	 is	no	denying	these	parents’	conviction	of	 the	 importance	of	English	to	
their	 children’s	 future,	 it	 was	 clear	 to	 Kenaid	 that	 the	 participants	 in	 her	 focus	 group	 also	
struggled	with	the	notion	of	mother-tongue	attrition.	She	quotes	two	of	them:		
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2012,	 through	 the	 office	 of	 the	 ruler	 Sheikh	 Mohammed	 bin	 Rashid	 Al	 Maktoum,	 Dubai	
announced	a	series	of	government-funded	schemes	intended	to	cultivate	the	Arabic	language	
among	 Dubai’s	 younger	 generation,	 as	 a	 way	 to	 preserve	 cultural	 identity.	 These	 schemes	
included	 the	 establishment	 of	 a	 faculty	 of	 translation	 at	 the	 Mohammed	 bin	 Rashid	 Media	
College,	 as	 well	 as	 the	 introduction	 of	 various	 poetry,	 reading	 and	 calligraphy	 competitions	








language	tend	to	have	higher	academic	achievement	 in	 later	years	 than	do	students	who	 learn	
English	at	the	expense	of	their	first	language.	It	is	therefore	crucial	that	Emirati	and	Arab	students	
receive	good	quality	provision	of	Arabic	as	a	 first	 language,	not	only	 to	preserve	 their	 identity,	
self-esteem,	 heritage	 and	 culture	 but	 also	 to	 allow	 them	 to	 develop	 intellectually	 and	
academically	(KHDA,	2015b;	pp.	16).	
2.5	Examples	of	Arabic-English	Bilingual	Schools	in	the	Arab	Region	
Several	 long-standing	 private	 schools	 exist	 in	 the	 Arabian	 Gulf	 and	 the	 wider	 Arab	 region,	
tracing	 their	 origins	 to	 the	 late	 1970s/early	 1980s,	 which	 offer	 Arabic-English	 bilingual	
education.	They	include:	Al-Bayan	Bilingual	School	in	Kuwait	(est.	1977),	Amman	Baccalaureate	
School	in	Jordan	(est.	1981),	The	Bahrain	Bayan	School	in	Bahrain	(est.	1982)	and	Ibn	Khuldoon	










Bahrain	 Bayan	 School’s	 mission	 statement	 reads	 as	 follows:	 “The	 school	 provides	
students	 with	 a	 comprehensive	 bilingual	 education,	 rooted	 in	 Arab	 identity	 and	
Bahraini	culture.	We	develop	internationally	minded	students	with	confidence	in	their	
abilities	who	embrace	their	responsibilities	as	national	and	global	citizens”	(BBS,	2017).	
(3) Substantial	 instructional	 time	 being	 allotted	 to	 teaching	 subjects	 using	 Arabic	 as	 a	
medium	 of	 instruction,	 especially	 in	 the	 primary	 years,	 where	 instructional	 time	 in	
Arabic	and	English	is	given	almost	equal	weighting.	
(4) A	 student	 body	 that	 is	 predominantly	 native	 to	 the	 country,	 complemented	 by	 a	
smaller	percentage	of	expatriate	students	who	are	native	speakers	of	Arabic.		










in	1975,	 the	school’s	original	purpose	was	 to	serve	 the	needs	of	Emirati	 children	 from	mixed	
marriages,	namely,	 Emirati	 father,	non-Arab	mother	 (Azzam,	2013).	Despite	having	a	 student	
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population	 which	 is	 overwhelmingly	 Emirati,	 and	 a	 faculty	 that	 is	 composed	mainly	 of	 Arab	
bilingual	expatriates,	the	school	makes	no	attempt	to	extend	the	use	of	Arabic	as	a	medium	of	
instruction	 outside	 the	 standard	 triumvirate	 of	 subjects,	 namely:	 Arabic	 language,	 Islamic	
studies	 or	 Arabic	 social	 studies	 (AIPS,	 2017).	 Dubai	 National	 School	 (est.	 1988)	 is	 another	
predominantly	Emirati	(by	student	account)	and	Arab	(on	account	of	its	teaching	staff	who	are	
mostly	Arab	 and	bilingual)	 operating	 an	 English-medium	educational	model.	 Like	AIPS,	Dubai	
National	School	(DNS)	is	accredited	jointly	by	NEASC	and	CIS.	Unlike	AIPS,	which	is	silent	on	the	
topic,	DNS	makes	explicit	reference	to	Islamic	values	in	its	philosophy	statement:		
There	 is	 a	 strong	 emphasis	 on	 teaching	Muslim	 students	 to	 live	 in	 the	 Islamic	 faith	within	 the	
context	 of	 the	 American	 Education	 Program	 with	 a	 vision	 of	 internationally-minded	 future	
leaders	(DNS,	2017).		
In	 its	2015	inspections	report	of	the	school,	the	KHDA	states	the	following:	“students	showed	
an	outstanding	 level	 of	 understanding	of	 Islamic	 values,	 the	heritage	 and	 culture	of	 the	UAE	
and	 an	 awareness	 of	 other	 global	 cultures”	 (KHDA,	 2015c;	 pp.	 5).	 Neither	 AIPS	 nor	 DNS	
mentions	 bilingualism	 as	 a	 goal,	 nor	 indeed,	 do	 any	 of	 the	 remaining	 183	 private	 schools	 in	
existence	 in	 Dubai.	 As	 such,	 it	 can	 perhaps	 be	 said	 that	 these	 schools	 represent	 a	 missed	
opportunity	for	an	Arabic-English	bilingual	programme	to	be	instituted	in	Dubai.			
2.6	Profiling	Al	Mizhar	American	Academy	School	&	Dubai	International	Private	School	
The	 Al	Mizhar	 American	 Academy	 (AAM)	 and	 Dubai	 International	 Private	 School	 in	 Garhood	
(DIS)	were	selected	to	take	part	in	phase	1	of	this	enquiry	for	two	reasons.	Firstly,	they	belong	
to	 the	 category	of	Dubai-based	private	 schools	 that	 is	popular	with	Emiratis,	namely	English-





practicality.	 I	 am	 a	 shareholder	 in,	 as	 well	 as	 being	 the	 founding	 Chief	 Executive	 Officer	 of,	
Taaleem,	 the	 company	 that	 owns	 and	 operates	 AAM.	 I	 continue	 to	 serve	 on	 the	 Board	 of	
Directors	 of	 Taaleem.	One	of	my	 colleagues	 on	 the	board	owns	DIS	 in	 his	 personal	 capacity.	
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These	facts	 facilitated	 initial	contact	with	the	two	schools,	although,	of	course,	as	 I	explain	 in	
the	‘Methodology’	chapter,	they	did	not	necessarily	guarantee	the	participation	of	students	in	
the	research,	since	participation	was	voluntary	and	contingent	on	parental	approval7.		




In	 summary,	Dubai’s	 remarkable	 transformation	 from	a	poor	 coastal	 settlement	of	20,000	 to	
30,000	people	 in	the	early	1950’s	 into	a	modern	city-state	with	a	population	of	2.8	million	 in	
2017	 can	 be	 analysed	 using	 the	 capitalist	 developmental	 state	 paradigm,	 in	 which	 the	 state	
plays	 a	 key	 and	 active	 role	 in	 driving	 a	 strong	 economic	modernisation	 and	 growth	 agenda	
(Cumings,	 1999).	 As	 such,	 Dubai’s	 developmental	 path	 parallels	 that	 of	 two	 other	 entrepôt	
states,	 Hong	 Kong	 and	 Singapore	 (Haggard,	 1990).	 Dubai’s	 education	 sector,	 however,	 has	
taken	a	 very	different	developmental	 route	 to	 that	of	Hong	Kong	and	Singapore,	 as	 the	 city-
state	 has	 all	 but	 outsourced	 its	 educational	 system	 to	 the	 for-profit	 private	 sector8.	 Private	
schools	account	for	90%	of	Dubai’s	overall	student	population,	and	56%	of	 its	Emirati	student	
population	 (Dubai	 Statistics	 Center,	 2017).	 The	 language	 policies	 of	 most	 of	 Dubai’s	 private	
schools	 favour	English	over	Arabic,	 as	 school	owners	and	operators	perceive	English-medium	
instruction	as	having	the	lion’s	share	of	consumer	demand.	Emirati	parents	are	caught	between	
a	desire	 for	 their	children	to	receive	an	education	that	will	 stand	them	in	good	stead	 in	their	
tertiary	educational	aspirations	and	their	professional	careers,	compelling	them	into	choosing	
English-medium	private	 schools,	and	a	concern	over	 ‘losing	Arabic’	 (Kenaid,	2011).	There	 is	a	
growing	 fear	 among	 policy	makers	 and	 Emirati	 parents	 that	 young	 Emiratis	 are	 in	 danger	 of	
losing	touch	with	their	native	 language.	The	regulatory	authority	 for	private	schools	 in	Dubai,	
the	 KHDA,	 is	 encouraging	 the	 private	 sector	 to	 explore	 bilingual	 educational	models	 (KHDA,	











political	 science	to	 linguistics,	 sociology	 to	pedagogy	 (Mejia,	2002).	The	 first	 three	sections	 in	
this	chapter	present	brief	synopses	of	three	areas	within	this	field	of	research,	chosen	because	
of	 their	 critical	 relevance	 to	 the	 current	 investigation:	 (1)	 defining	 bilingual	 education,	 (2)	
typology	of	bilingual	education	and,	(3)	the	benefits	of	bilingual	education.	In	addition	to	these	
three	 areas,	 the	 present	 enquiry	 also	 touches	 on	 the	 link	 between	 language	 and	 cultural	
identity,	 as	 well	 as	 the	 phenomenon	 of	 language	 shift	 within	 the	 framework	 of	 the	 difficult	
choice	that	Emirati	parents	in	Dubai	face	in	selecting	their	children’s	schooling,	as	presented	in	
the	previous	two	chapters.	At	the	heart	of	this	dilemma	is	the	fear	that	young	Emiratis	are	 in	
danger	 of	 becoming	 detached	 from	 their	 native	 language	 and	 cultural	 heritage.	 Section	 3.4	
deals	with	 these	pieces.	 Finally,	 section	3.5	presents	a	 summary	of	 the	available	 research	on	
bilingual	education	in	Arab	countries,	scarce	as	it	is,	with	a	particular	focus	on	Arabic	diglossia	
















Further	 complication	 in	 defining	 the	 term	 arises	 from	 the	 practice	 of	many,	 researchers	 and	
commoners	 alike,	 of	 misusing	 it.	 For	 example,	 bilingual	 education	 is	 regularly	 applied	 to	
situations	where	educational	instruction	is	designed	in	order	to	develop	and	nurture	mastery	of	
dual	 languages,	 and	 contrastingly,	 to	 ones	 where	 students	 are	 already	 in	 command	 of	 two	
languages,	but	where	bilingualism	is	not	a	defined	goal	(Baker,	2011).	Bilingual	education	can	
also	 be	 confused	 with	 language	 teaching	 programmes.	 According	 to	 Garcia	 (2009)	 the	 two	
differ	markedly,	in	terms	of:		
• Educational	 goals	 –	 whereas	 bilingual	 programmes	 aim	 to	 develop	 the	 ability	 to	
function	 across	 cultures	 (please	 refer	 to	 section	 3.4	 for	 further	 detail),	 language-
teaching	programmes	simply	target	the	acquisition	of	an	additional	language;	
• Language	use	 –	 languages	being	used	as	media	of	 instruction	 in	 the	 case	of	bilingual	
programmes,	compared	to	additional	 languages	being	taught	as	subjects	 in	 language-
teaching	programmes;	and	
• Pedagogical	emphasis	–	the	 integration	of	 language	and	educational	content	across	a	
spectrum	of	subjects,	compared	to	explicit	language	instruction.		
Garcia	(2009)	rejects	the	oversimplifying	view	of	bilingual	education	as	the	sum	of	two	distinct	







Thus,	 according	 to	 Garcia,	 bilingual	 education	 is	 a	 pedagogical	 approach	 in	 which	 language	
majority	students	are	taught	in	the	language	they	wish	to	acquire.	The	integration	of	language	
and	 academic	 instruction	 becomes	 a	 key	 distinguishing	 characteristic	 of	 bilingual	 education	




Although	 these	 definitions	 of	 bilingual	 education	 are	 broad	 enough	 that	 they	 are	 unlikely	 to	
generate	much	 debate,	 they	 do	 not	 fully	 address	 the	 questions	 of	 what	 objectives	 bilingual	
education	 is	 supposed	 to	 achieve,	 and	 what	 form	 or	 model	 is	 best	 suited	 to	 meet	 those	
objectives.	 The	 challenge	 comes	 from	 two	 sources.	 Firstly,	 lack	 of	 agreement	 on	 certain	
fundamental	 concepts	 and	 constructs	 such	 as:	 ‘language’;	 the	 ways	 in	 which	 children	 learn	
their	‘first	language’	and	whether	these	differ	from	how	they	acquire	a	‘second	language’;	the	
effects	of	the	social	environment	on	learning	a	‘second	language’;	and	the	nature	of	language	






Paulston,	1980).	Not	 surprisingly,	many	 researchers,	 the	 likes	of	 Edwards	 (1981)	and	Mackey	
(1972)	 to	 name	 just	 two,	 consider	 bilingual	 education	 as	 being	 inexorably	 linked	 within	 the	
specific	social	environments	in	which	it	exists.	In	the	case	of	Mackey,	this	has	led	to	a	typology	
in	which	ninety	different	environments	are	identified.	It	 is	very	likely,	therefore,	that	the	type	
of	 Arabic-English	 bilingual	 model	 that	 will	 emerge	 through	 the	 current	 investigation	 will	 be	






all.	One	such	classification,	 introduced	by	Lambert	 in	1974,	pits	 ‘additive	bilingualism’	against	












the	 acquirer’s	 first	 language.	 Subtractive	bilingual	models	 often	 arise	 in	 situations	where	 the	
second	 language	 that	 an	 individual	 (say,	 an	 immigrant)	 wishes	 to	 acquire	 is	 the	 dominant	
language	within	 society	 (such	 as	 English	 in	 the	 United	 States	 of	 America).	 Here,	 the	 second	
language	is	afforded	higher	status	than	the	acquirer’s	first	language.	The	process	of	becoming	
bilingual	 in	 this	 context,	 therefore,	 is	 one	 in	 which	 the	 dominant	 language	 replaces	 the	
acquirer’s	first	or	home	language,	and	the	model	is	often	linked	with	submersion	education,	or	
in	 Baker’s	 terminology,	 detailed	 below,	 mainstreaming.	 The	 anxiety	 felt	 by	 Emirati	 parents	
about	the	predominance	of	English	within	Dubai	society,	exacerbated	by	the	language	policies	
of	 English-medium	 schools	 as	 detailed	 in	 the	 ‘Context’	 chapter,	 correlates	 with	 the	




simplify	 unsympathetically	 to	 context,	 and	 their	 inability	 to	 explain	 successes	 and	 failures,	
Baker	argues	that	there	is	still	merit	in	the	conceptual	clarity	that	a	typology	can	provide.	In	all,	
he	 presents	 10	 types	 of	 bilingual	 education,	 which	 he	 categorises	 under	 three	 forms:	
monolingual,	weak	and	strong.		
As	 the	name	suggests,	 the	aim	of	 the	monolingual	 form	 is	 to	generate	monolingual	 learners.	
The	underlying	philosophy	is	one	of	assimilation,	or	(as	in	the	case	of	the	segregationist	type)	
apartheid.	According	to	Baker’s	matrix,	three	types	of	bilingual	education	belong	to	this	form:	
mainstreaming	 with	 structured	 immersion,	 mainstreaming	 with	 withdrawal	 classes,	 and	
segregationist.	 The	 first	 two	 types	 involve	 submersing	 minority-language	 learners	 into	
mainstream	 (or	 dominant	 language)	 education.	 They	 are	 a	 subtractive	 form	 of	 bilingualism,	
“wherein	the	 learner’s	mother	tongue	and	 identity	are	gradually	 replaced	by	that	of	 the	new	
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language”	(Gallagher,	2011;	pp.63).	 In	the	segregationist	type,	an	 ‘inferior’	 (native,	 invariably)	
language	 is	 forced	 upon	 the	 powerless	 segment(s)	 of	 society	 while	 access	 to	 the	 so-called	
‘power	language’	is	denied.		








the	 medium	 of	 instruction	 to	 deliver	 most	 subjects	 in	 the	 school	 curriculum,	 while	
downgrading	the	minority	(sometimes,	but	not	always,	foreign)	language	to	a	subject	in	
the	 curriculum.	 In	 the	 case	 of	 Emiratis	 and	 the	Arab	 expatriate	 population	 attending	
English-medium	 schools	 in	 Dubai,	 the	 minority	 language	 happens	 to	 be	 their	 native	
language,	Arabic.	This	type	of	education	rarely	produces	functionally	bilingual	children,	
as	 it	 adopts	 a	 ‘monoglossic’	 view	 of	 keeping	 the	 learner’s	 languages	 separate	 and	
bounded	(Garcia,	2009).		
• Type	 three,	 separatist	 bilingual	 education,	 within	 Baker’s	 weak	 form,	 applies	 to	
relatively	 rare	 situations	where	 a	 segment	 of	 society	 that	 traces	 its	 ethnic	 roots	 and	
cultural	 inheritance	 (including	 native	 language)	 to	 a	 source	 distinct	 from	 the	 rest,	
attempts	 to	 detach	 itself	 from	 the	 language	 of	 the	 majority,	 the	 Kurdish	 ethnic	
minorities	 in	 southern	 Turkey	 and	 northern	 Iraq	 being	 one	 such	 example	
(Schermerhorn,	1970).		
Baker’s	 strong	 form	 has	 four	 types:	 immersion,	 maintenance,	 dual	 language	 and	
mainstream	 bilingual,	 all	 of	 which	 share	 a	 common	 aim,	 that	 of	 developing	 bilingual	 or	
biliterate9	learners.	In	all	four	types,	the	languages	in	use	(typically	two,	but	can	be	more)	





immersion,	 maintenance	 and	 dual	 language	 programmes,	 the	 two	 languages	 have	 a	
hierarchical	 relationship,	whereas	 in	mainstream	 bilingual	 programmes	 the	 interaction	 is	
between	two	majority	languages.		
• Immersion	programmes	for	bilingualism	and	biliteracy	 immerse	majority	 language	
speakers	 in	 a	 second	 language.	 Immersion	 bilingual	 education	 has	 its	 origins	 in	
Canada,	where	in	1965	an	experiment	took	place	in	a	suburb	of	Montreal,	in	which	
26	 English-speaking	 kindergarten	 children	 were	 in	 a	 tailored	 French	 educational	
programme	(Lambert	&	Tucker,	1972),	with	the	aim	for	these	children	to	become	
bilingual	 without	 loss	 of	 academic	 achievement.	 Some	 of	 the	 core	 features	 of	
immersion	programmes	include	the	use	of	the	immersion	language	as	the	medium	
of	 instruction,	 restricting	 the	 immersion	 language	 largely	 to	 the	 confines	 of	 the	
classroom,	and	the	employment	of	bilingual	teachers.	The	extent	of	immersion	can	
vary	from	100%	of	class	time	to	a	system	where	this	ratio	tapers	over	time	to	make	
room	 for	 the	 first	 language.	 Furthermore,	 while	 the	 programme	 is	 typically	
introduced	 in	 the	 early	 years	 of	 education,	 it	 can	 extend	 beyond	 to	 include	
secondary	and	tertiary	education.		
• Maintenance	 programmes	 for	 bilingualism	 and	 biliteracy	 accentuate	 a	 first	
language	to	minority	language	speakers.	In	such	programmes,	sometimes	referred	
to	as	 ‘heritage	 language	bilingual	education’,	a	considerable	amount	of	classroom	
time	 is	 allocated	 to	 instruction	 in	 the	 language	 minority	 children’s	 native	 or	
heritage	 language,	 with	 the	 goal	 of	 full	 bilingualism	 (Baker,	 2011).	 Maintenance	
programmes	 are	 typically	 found	 in	 situations	where	 the	majority	 of	 the	 learners	
come	from	language	minority	homes.	The	minority	 language	 is	used	as	a	medium	





balanced.	 As	 such,	 equal	 instructional	 time	 is	 given	 to	 the	 two	 languages	 for	 at	
least	 four	 or	 five	 years.	 It	 is	 worth	 noting	 that	 environmental	 factors	 can	 often	
conspire	 to	 negate	 the	 balance	 desired	 by	 these	 programmes,	 forcing	 schools	
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offering	 dual	 language	 programmes	 to	 skew	 the	 numerical	 equity	 in	 terms	 of	
instructional	time	in	favour	of	the	‘less	favoured’	language	(Oller	and	Eilers,	2002).	
In	 the	 case	 of	 Dubai,	 for	 instance,	 a	 school	 wishing	 to	 adopt	 a	 dual	 language	
philosophy	will	 have	 to	 take	 into	 account	 the	 predominant	 role	 that	 the	 English	
language	 plays	 in	 most	 daily	 experiences	 and	 interactions,	 especially	 for	 young	
learners;	 experiences	 such	 as	 surfing	 the	 internet,	 using	 social	 media,	 watching	
television	or	going	to	the	movies,	which	for	the	majority	of	young	Emiratis	living	in	
Dubai	would	be	in	English.		
• Finally,	mainstream	 bilingual	 programmes,	 also	 known	 as	 bilingual	 education	 in	




of	 the	 ‘Context’	 chapter,	 arguably,	 belong	 to	 Baker’s	 strong	 form,	 straddling	 the	 borders	
between	the	immersion,	maintenance	and	dual	language	categories,	to	suit	their	own	contexts.	
For	 instance,	 in	 its	 attempts	 to	 strike	 an	 ‘equal	 balance’	 between	 Arabic	 and	 English	 as	
languages	of	 instruction	 in	the	kindergarten	and	primary	years,	 Ibn	Khuldoon	National	School	
(IKNS)	teaches	mathematics	and	science	in	Arabic	until	the	middle	of	Grade	3	(8	to	9	year	olds),	
at	which	point	a	transition	to	instruction	in	English	takes	place.	A	similar	transition	from	Arabic	
to	 English	 occurs	 at	 the	 end	of	 the	 primary	 years	 in	 social	 studies.	 It	 is	 highly	 likely	 that	 the	
bilingual	 model	 emerging	 from	 the	 current	 enquiry	 will	 also	 belong	 to	 Baker’s	 strong	 form,	
given	that	what	exists	 today	 in	 terms	of	English-medium	schools	 falls	 largely	within	the	weak	




Raising	and	educating	children	bilingually	 is	not	without	 its	detractors	 (Garcia,	2009).	Parents	
continue	 to	 receive	 advice	 from	 teachers,	 school	 counsellors,	 speech	 therapists	 and	 other	




comes	 at	 the	 cost	 of	 the	 learner	 losing	 skills	 and	 abilities	 in	 his/her	 first	 language),	 and	




bilinguals	 with	 those	 of	 monolinguals,	 was	 that	 bilingualism	 had	 detrimental	 effects	 on	
intelligence	(Saer,	1923,	1924).	Baker	(2011)	raises	many	questions	regarding	the	reliability	of	
the	 methodologies	 adopted	 by	 the	 so	 called	 ‘detrimental	 effects	 studies’,	 including	 their	
myopic	and	one-dimensional	definition	of	 intelligence,	 the	 language	that	 they	used	 in	 testing	
participants,	their	naïve	classification	of	who	constitutes	a	bilingual	learner	and	who	does	not,	
and	 a	 general	 lack	 of	 regard	 for	 context	 and	 matching	 groups,	 in	 which	 the	 multitude	 of	
variables	 that	 influence	 the	 individuals	within	 the	 ‘bilingual’	 and	 ‘monolingual’	 groups	 are	 all	
but	 ignored.	 Unfortunately,	 despite	 their	 flaws,	 these	 studies	 have	 had	 a	 lasting	 impact	 on	
educators	 and	 parents,	 contributing	 to	 the	 prejudices	 mentioned	 at	 the	 beginning	 of	 the	
previous	 paragraph.	 During	 the	 last	 three	 decades	 of	 this	 period,	 however,	 studies	 were	
conducted	which	drew	attention	to	the	flaws	of	the	detrimental	effects	 investigations	(Jones,	
1959),	 while	 others	 concluded	 that	 there	 was	 no	 IQ	 difference	 between	 monolinguals	 and	
bilinguals	 (Pinter	 &	 Arsenian,	 1937).	 These	 studies,	 though	 limited	 in	 number,	 were	
nevertheless	hugely	 important	 in	shifting	the	mind-set	of	researchers,	paving	the	way	for	the	
‘additive	effects’	belief,	which	constitutes	the	predominant	view	today.	
The	 seminal	 research	 conducted	 by	 Peal	 and	 Lambert	 (1962)	 had	 three	 important	 legacies:		
(1)	it	corrected	many	of	the	methodological	weaknesses	of	the	detrimental	effects	period,	(2)	it	
suggested	 for	 the	 first	 time	 that	bilingualism	may	have	beneficial	 cognitive	effects,	 and	 (3)	 it	





brain	 hemisphere	 among	 bilinguals	 to	 be	 significantly	 more	 active	 compared	 to	
Page	38	of	221	




• Metalinguistic	 awareness	 –	 where	 bilinguals	 are	 believed	 to	 possess	 a	 heightened	
awareness	 of	 words	 and	 that	 their	 semantic	 development	 was	 faster	 than	 that	 of	
monolinguals	(Leopold,	1961;	Ianco-Worrall,	1972;	Bialystok,	1987	&	2004);	
• Divergent	thinking	–	stemming	from	bilinguals’	ability	 to	propose	 innovative	solutions	
to	problems,	and	to	think	creatively	and	flexibly	(Baker,	1988;	Ricciardelli,	1992);	
• Communicative	 sensitivity	 –	 which	 relates	 to	 the	 fact	 that	 bilinguals	 are	 constantly	
making	decisions	 on	which	 codes	 to	 use	 and	 in	what	 situations	 to	 use	 them,	making	
them	 more	 sensitive	 to	 verbal	 and	 non-verbal	 cues	 than	 monolinguals	 during	 the	
course	of	communication	(Genesee,	Tucker	and	Lambert,	1975);	and	





the	case	may	be	a	 ‘power’	 language	as	defined	by	society,	 the	bilingual	 learner	gains	
social	capital	(Breton,	1978;	Grin,	2003;	Linton,	2003);		
• Global	 interactions	 –	 as	 young	 learners	 adopt	 a	 transnational	 perception	 of	
relationships;		
• Local	 interactions	 –	 often	 with	 family,	 older	 generations	 or	 religious	 figures	 whose	
language	 is	minoritised,	potentialising	“acts	of	 identities”	 (Wenger,	 1998;	Pennycook,	
1998);	and	
• Cultural	 awareness	 and	 construction	 –	 where	 the	 advantage	 that	 bilinguals	 possess	
over	monolinguals	 relates	 to	 their	heightened	awareness	of	 their	own	culture,	which	




The	 cumulative	 evidence	 from	 research	 conducted	over	 the	 last	 three	decades	 at	 sites	 around	




the	 traditional	 view	 of	 language	 as	 the	 depository	 of	 culture	 and	 heritage	 still	 holds	 true	 in	
many	 respects	 (Heller,	 1999),	 language	 alone	 does	 not	 define	 one’s	 identity	 (Block,	 2007;	
Blackledge,	 Creese	 et	 al,	 2008).	 Moreover,	 while	 language	 use	 affects	 the	 identity	 of	 the	
individual	 or	 group,	 the	 reciprocal	 is	 also	 true:	 namely,	 the	 individual	 or	 the	 group’s	 identity	
influences	the	way	that	language	is	used	(Liebkind,	1999).	According	to	Anderson:	“language,	as	
constructed,	 is	 not	 only	 a	 simple	 identity	 marker,	 but	 is	 capable	 of	 generating	 imagined	
communities	 and	of	 constructing	particular	 loyalties”	 (1983;	 pp.	 133).	As	 a	 result,	 language’s	
utility	within	society	takes	on	an	expanded	rhetorical	role	in	addition	to	its	more	conventional	
semiotic	 and	 symbolic	 functions	 (Garcia,	 2009).	 From	 this	 vantage,	 people	 perform	 their	
identity	by	using	language	rather	than	use	language	based	on	their	identity	(Pennycook,	2003).		
The	 phenomenon	 of	 colonialism	 in	 the	 early	 twentieth	 century,	 which	 brought	 European	
languages	(English,	French	and	to	a	lesser	degree	Italian)	to	the	shores	of	Arab	states,	coupled	
more	 recently	 with	 the	 forces	 of	 globalisation,	 has	 had	 a	marked	 influence	 on	 the	 linguistic	
identity	of	 their	 indigenous	population,	 particularly	 in	Dubai	 and	 its	 neighbouring	Gulf	 states	
(Al-Khatib,	2006).	Realising	the	increased	importance	of	colonial	languages	(specifically	English	
in	 the	 case	 of	 the	 Arabian	 Gulf	 states)	 as	 lingua	 francas,	 policy	 makers	 in	 those	 countries	
introduced	 the	 teaching	 of	 these	 languages	 into	 school	 and	 university	 curricula,	 which	
according	to	Gallagher	(2011;	pp.	64),	has	transformed	the	Arabian	Gulf	states	into	“new	sites	
of	linguistic	contestation	and	accommodation	between	the	indigenous	language	of	Arabic	and	
the	 global	 language	 of	 English”.	 In	 a	 fashion	 that	 mirrors	 that	 of	 other	 formerly	 colonised	
countries,	postcolonial	identity	in	the	Arabian	Gulf	states	takes	on	a	hybrid	form,	involving	the	






younger	 bracket	 of	 the	 Emirati	 population,	 as	 seen	 amongst	 their	 counterparts	 elsewhere	 in	
the	world,	 the	 incidence	of	 ‘language	crossing’	 can	be	quite	prevalent,	 as	both	 language	and	
culture	are	reconstructed	dynamically	depending	on	time	and	place	(Hall,	1996).		
In	this	context,	the	attitudes	towards	‘language	shift’,	defined	by	Fishman	(1965;	pp.	76)	as	“the	
relationship	 between	 change	 (or	 stability)	 in	 language	 use	 patterns,	 on	 the	 one	 hand,	 and	
ongoing	 psychological,	 social	 or	 cultural	 processes,	 on	 the	 other	 hand,	 in	 populations	 that	
utilise	more	 than	 one	 speech	 variety	 for	 intra-group	 or	 inter-group	 purposes”,	 in	 Dubai	 and	
other	 Arab	 states	 fall	 into	 one	 of	 two	 camps	 (Gallagher,	 2011).	 In	 the	 resistance	 camp	 are	
Karmani	(2005),	Bashur	(2010)	and	Sayed	(2010)	who	have	raised	concerns	over	the	shift	away	
from	Arabic	and	religion	 towards	English,	 science	and	mathematics,	and	who,	 rightfully,	view	
the	rhetoric	emanating	from	the	USA	post-9/11	as	“putting	English	over	Islam”	(Glasser,	2003,	
pp.	A20).	 In	 the	 appropriations	 camp	are	 the	 likes	of	 Kabel	 (2007)	who	espouse	 a	pragmatic	
view	 in	which	English	and	Arabic	 can	exist	 side-by-side,	 thus	 serving	 the	greater	 good	within	
societies	that	have	a	stated	political	stance	of	being	open	to	the	rest	of	the	world	and	position	
themselves	as	global	centres	of	commerce	and	tourism,	as	typified	by	Dubai.		
Research	on	bilingual	education	 tends	 to	 focus	on	proficiency	of	 language	acquisition	and	on	
academic	 achievement,	measured	 against	monolingual	 benchmarks	 (Reyes	&	 Vallone,	 2007).	
However,	by	and	 large,	research	studies	have	 ignored	the	 impact	of	bilingual	programmes	on	
children,	 and	 how	 these	 programmes	 influence	 children’s	 emerging	 identities	 (Martin,	 2012;	
Reyes	 &	 Vallone,	 2007).	 There	 is	 abundant	 evidence	 in	 the	 literature	 to	 suggest	 a	 strong	
connection	 between	 language,	 as	 the	 ‘carrier	 of	 culture’,	 and	 cultural	 identity	 (Baker,	 2011;	
Cavallaro,	 2005;	 Cho,	 2000).	 While	 researchers	 have	 identified	 links	 between	 classroom	
dialogue	and	student	identity	development,	there	remains	a	paucity	of	studies	focusing	on	this	
topic	 (Stables,	2003).	 It	 is	not	 surprising,	 therefore,	 that	we	should	 find	 research	on	bilingual	




capacity	to	 learn	 languages,	 (2)	bilingual	programmes	have	the	capacity	to	enhance	students’	
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cognitive	 abilities	 and	 academic	 achievement,	 and	 (3)	 children	 who	 have	 experienced	 dual-
language	programmes	tend	to	acquire	positive	cross-cultural	attitudes	(Reyes	&	Vallone,	2007).	
Reyes	 and	Vallone	 recognise,	 however,	 that	 this	 framework	 falls	 short	 of	 addressing	 the	 self	
perception	of	 students	 in	 dual-language	programmes,	 and	 argue	 for	 the	 creation	of	 a	 fourth	
pillar	 to	 address	 this	 gap.	 One	 hypothesis	 that	 they	 put	 forward	 is	 that	 dual-language	
programmes	 may	 lead	 to	 the	 development	 of	 ‘metacultural	 awareness’	 in	 students,	 and	
suggest	in	their	conclusion	that	researchers	investigate	this	further.		
In	 2014,	 I	 had	 the	 opportunity	 to	 visit	 one	 of	 the	 Arabic-English	 bilingual	 schools	 profiled	 in	
section	2.5	of	 the	 ‘Context’	 chapter,	 IKNS,	where	 I	 conducted	an	 investigation	 that	 sought	 to	
explore	 the	 impact	 of	 an	 Arabic-English	 bilingual	 educational	 programme	 on	 the	 identity	
perceptions	of	students	(Azzam,	2014).	The	study’s	two	organising	research	questions	were:	(1)	
what	 are	 the	 identity	 perceptions	 of	 students	 who	 have	 experienced	 a	 dual-language	 pre-
tertiary	 educational	 programme	 and	 the	 factors	 that	 have	 influenced	 them?	 and	 (2)	 in	what	
ways,	 if	any,	are	these	perceptions	aligned	with	the	stated	objectives	of	the	programme?	Two	
groups	 of	 students	 took	 part	 in	 the	 study:	 Group	 1	 involved	 three	 Grade	 9	 students	 (age	
bracket:	14	to	15	years),	Group	2	 three	Grade	11	students	 (age	bracket:	16	to	17	years).	The	
study	 employed	 individual	 as	 well	 as	 focus	 group	 interviews,	 with	 each	 interview	 and	 focus	
group	 comprising	 three	 separate	 activities.	 In	 the	 case	 of	 the	 individual	 interviews	 the	 three	
activities	 included	 language	 background	 scales	 (Baker,	 1992),	 language	 portraits	 (Krumm	 &	
Jenkins,	 2001),	 as	 well	 as	 open-ended	 questions	 that	 explored	 the	 collective	 identity	 of	 a	
‘typical’	 IKNS	 student.	 During	 the	 focus	 groups,	 participants	were	 asked	 to	 sketch	 their	 own	
individual	cultural	identity	maps	(Holliday,	1994),	as	well	as	collaborate	to	produce	an	identity	






the	 environment	 of	 Bahrain	 and	 everyday	 communication	 in	 Bahraini	 society,	 the	 demands	 of	
tertiary	 education	 (which	 for	 most	 IKNS	 students	 means	 life	 abroad	 in	 an	 English-speaking	





(Al-Khatib,	 2006).	A	 scan	of	 some	of	 the	 leading	 texts	 and	 journals	 in	 the	 field	points	 to	 this	
scant	 coverage,	 due	 largely	 to	 the	 scarcity	 of	 empirical	 data	 in	 the	 region	 (Gallagher,	 2011).	
However,	the	rise	in	the	global	stature	of	the	Arabian	Gulf	states	over	the	past	50	to	60	years	
has	 had	 some	 positive	 effect	with	 researchers	 such	 as	 Garcia	 (2009)	 and	 Hornberger	 (2008)	
who	have	identified	these	states	as	new	arenas	in	which	the	indigenous	language	(Arabic)	and	
the	global	language	(English)	come	into	conflict,	and	subsequently	worthy	of	study.		






Emirati	 or	 Khaleeji	 Arabic	 (‘Khaleej’	 being	 the	 transliteration	 of	 the	 Arabic	 word	 meaning	




schools,	 and	 (3)	 Qur’anic	 classical	 Arabic.	 Of	 the	 three	 varieties,	 Qur’anic	 Arabic	 enjoys	 the	
highest	status,	 followed	by	modern	classical	Arabic,	while	Khaleeji	Arabic	receives	 low	status.	
According	 to	 Ferguson’s	 categorisation	 (1959),	 ‘High’	 status	 language	 variants	 are	 associated	
with	prestige,	literary	heritage,	and	are	used	in	formal	settings,	while	‘Low’	status	variants	are	
not	 prestigious,	 not	 standardised,	 lack	 literary	 heritage	 and	 are	 used	 in	 informal	 settings.	
Diglossia,	or	as	the	case	maybe	 in	Dubai	triglossia,	 is	considered	by	some	researchers	to	be	a	
form	 of	 bi/(multi)-lingualism	 (Rosenhouse	 &	 Goral,	 2004),	 although	 others,	 such	 as	 Fishman	




Within	 their	 school	 setting,	 they	 are	 exposed	 to	 two	 additional	 varieties	 of	 the	 language,	
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modern	 classical	 Arabic	 and	 Qur’anic	 Arabic,	 in	 addition	 to	 English	 (Gallagher,	 2011).	 The	
burden	 placed	 on	 the	 shoulders	 of	 these	 children	 is	 immense,	 leading	 not	 only	 to	 poor	
achievement	 in	 first	 language	 literacy	 (Gobert,	 2009)	 but	 is	 also	 believed	 to	 be	 a	 key	 factor	
contributing	 to	 poor	 overall	 academic	 achievement	 across	 the	 entire	 primary	 and	 secondary	
curriculum	(Maamouri,	1998).	
The	‘Context’	chapter	makes	mention	of	the	policy	adopted	by	the	UAE	Ministry	of	Education	
of	 using	 English	 as	 the	 exclusive	 medium	 of	 instruction	 within	 all	 state-own	 and	 operated	
institutions	of	 higher	 learning,	with	 the	exception	of	 a	 few	Arabic-centric	 disciplines,	 such	 as	
Arabic	Language	and	Literature,	Islamic	Studies	and	Jurisprudence,	and	law.	Private	institutions	
of	higher	learning	follow	a	similar	policy.	In	contrast,	primary	and	secondary	state-owned	and	
operated	 schools	 use	 Arabic	 as	 the	medium	 of	 instruction,	 with	 English	 taught	 as	 a	 foreign	
language.	This	‘late,	late	immersion’	in	English	at	the	tertiary	level	has	been	criticised	for	being	






spent	 on	 remedial	 instruction,	 Dubai	 and	 Abu	Dhabi	 chose	 to	 go	 down	 very	 different	 paths.	
Dubai’s	 solution,	 as	 detailed	 in	 the	 ‘Context’	 chapter,	 was	 to	 allow	 the	 private	 K-12	 sector,	
which	today	caters	to	90%	of	all	school-aged	children,	to	grow	and	flourish,	while	imposing	high	
standards	of	 achievement	 through	 its	 school	 inspections	 scheme.	With	 the	majority	 of	 these	
private	schools	adopting	English	as	the	medium	of	instruction,	the	result,	for	Emirati	students	




side’	 refers	 to	 the	 use	 of	 two	 teachers	 in	 every	 classroom,	 one	 who	 is	 a	 native	 speaker	 of	
English,	 and	 the	 other	 a	 native	 speaker	 of	 Arabic.	 The	model	 is	 labelled	 ‘early’	 because	 it	 is	
introduced	 as	 early	 as	 kindergarten,	 and	 is	 restricted	 to	 the	 kindergarten	 and	primary	 years.	
The	 ‘partial’	 label	 refers	 to	 the	 fact	 that	 immersion	 in	English	excludes	 the	subjects	of	Arabic	
Page	44	of	221	
language,	 Islamic	 studies	and	social	 studies,	which	of	 course	continue	 to	be	 taught	 in	Arabic.	
Although	immersion	models	of	education	exist	elsewhere	in	the	world,	for	example	in	Canada	
and	Hong	Kong,	what	singles	out	the	Abu	Dhabi	initiative	is	its	universality.	Bilingual	education	










When	 Kay	 Gallagher	 published	 her	 paper	 on	 Abu	 Dhabi’s	 experimentation	 with	 bilingual	
education	 in	 its	 state	school	 system,	 the	programme	was	still	 in	 its	 infancy.	 In	 the	article	she	








The	 bearing	 that	 these	 questions,	 or	 at	 least	 a	 subset	 of	 them,	 have	 on	 what	 the	 present	






double	 monolinguals…	 and	 should	 not	 be	 studied	 from	 monolingual	 perspectives”	 (Garcia,	
2009;	 pp.	 48);	 by	 the	 same	 notion	 bilingual	 education	 cannot	 be	 reduced	 to	 the	 single	




English	 bilingual	 model	 that	 could	 potentially	 emerge	 from	 the	 present	 investigation,	 it	 still	
leaves	 open	 the	 matter	 of	 what	 portion,	 both	 in	 terms	 of	 volume	 and	 subjects,	 of	 the	
curriculum	should	be	delivered	in	Arabic	versus	English	to	be	inferred	from	the	study’s	findings.	
As	argued	in	the	last	paragraph	of	section	3.1,	however,	investigating	what	bilingual	education	
could	 mean	 for	 Dubai’s	 Emirati	 population	 requires	 an	 understanding	 of	 the	 motivations	
behind	the	desire	for	 introducing	such	an	educational	model.	The	 ‘Context’	chapter	mentions	
the	 concerns	 felt	 by	many	 Emirati	 parents,	 as	well	 as	 policy	makers	 and	 the	 rulers	 of	Dubai,	
over	 the	 prospect	 of	 native	 language	 attrition	 among	 the	 younger	 generation	 of	 Emiratis.	
Counterbalancing	 this	 phenomenon	 is	 Dubai’s	 unabated	 drive	 towards	 modernising	 and	
developing	its	economy,	and	its	openness	to	global	trade	and	commerce,	 leading	to	the	ever-
increasing	need	for	Emiratis	seeking	to	join	the	workforce	to	learn	English.	The	current	enquiry	
seeks	 to	 confirm	 the	 existence	 of	 these	 two	opposing	 forces	 in	 the	 consciousness	 of	 Emirati	
students,	 through	 some	 of	 its	 subsidiary	 questions	 listed	 in	 chapter	 1	 which	 require	 the	
research	participants	 to	 reveal	 their	 attitudes	 towards	Arabic	 and	English,	 and	 to	 share	 their	
perceptions	 of	 the	 benefits	 of	 bilingual	 education,	 while	 describing	 key	 components	 of	 the	
bilingual	model	that	would	best	suit	their	needs.	
In	 examining	 the	 typologies	 of	 bilingual	 education,	 the	 approach	 suggested	 by	 Baker	 (2011)	
comes	to	the	forefront,	in	which	ten	types	are	classified	under	three	categories:	monolingual,	
weak,	 and	 strong.	 The	 underlying	 premise	 of	 Baker’s	 typology	 is	 the	 distinction	 between	
classrooms	in	which	instruction	explicitly	promotes	bilingualism	(the	strong	form),	and	those	in	
which	bilingual	children	are	present	but	bilingualism	is	not	a	stated	goal	in	the	curriculum	(the	




study	 imposes	no	 single	 type	or	 form	on	 the	 research	participants,	 allowing	 social	 and	other	
environmental	factors	that	have	helped	shape	the	views	of	the	participants	to	emerge	from	the	
findings.		
The	 ensuing	 chapter	 describes	 the	 methodology	 adopted	 by	 the	 study	 in	 seeking	 to	 find	






As	 outlined	 in	 the	 ‘Introduction’	 chapter,	 this	 enquiry	 explores	 the	 thoughts	 and	 feelings,	
aspirations	 and	 anxieties	 of	 Emirati	 students	 in	Dubai’s	 private	K-12	 sector	 in	 relation	 to	 the	
power	 struggle	 between	 two	 languages:	 Arabic,	 symbolising	 cultural	 identity,	 and	 English,	
linked	with	modernity	 and	 progress	 (Clarke,	 2007).	 The	 study	 is	 organised	 around	 one	main	














The	 dual	 nature	 of	 the	main	 research	 question,	 being	 at	 once	exploratory	 and	 confirmatory,	
suggests	a	methodology	that	combines	qualitative	and	quantitative	approaches	(in	other	words	
a	 mixed	 methods	 approach),	 based	 on	 a	 pragmatist	 paradigm	 straddling	 contructivist	 and	
postpositivist	worldviews.		
The	remainder	of	this	chapter	outlines	the	theoretical	underpinnings	of	the	research	paradigm	
and	 strategy	 adopted	 by	 the	 investigation	 (sections	 4.1	 and	 4.2,	 respectively),	 and	 proceeds	





A	 conventional	 perception	 within	 social	 science	 research	 is	 that	 researchers	 in	 social	 and	
behavioural	 sciences	 fall	 into	 one	 of	 three	 categories:	 quantitatively	 oriented	 social	 and	
behavioural	 scientists,	 qualitatively	 oriented	 social	 and	 behavioural	 scientists	 and	 mixed	
methodologists	 (Tashakkori	 &	 Teddlie,	 2009).	 Each	 of	 these	 communities	 follows	 a	 specific	
paradigm	 (or	 as	 the	 case	 may	 be,	 one	 or	 more	 of	 its	 variants),	 where	 a	 paradigm	 may	 be	
described	as	a	“worldview,	complete	with	the	assumptions	that	are	associated	with	that	view”	
(Mertens,	2003;	pp.	139).		
In	 attempting	 to	 emulate	 their	 counterparts	 in	 the	 natural	 sciences,	 quantitatively	 oriented	
social	 and	 behavioural	 researchers	 traditionally	 took	 a	 positivist	 view	 in	 studies	 where	 they	
sought	 to	 test	 hypotheses	 through	 the	 gathering	 and	 analysis	 of	 numerical	 data	 (Atkinson	&	
Hammersley,	1994).	Positivism	dominated	social	and	behavioural	 science	 research	during	 the	
first	half	of	the	20th	century.	Positivists	believe	that	they	can	conduct	their	 investigations	 in	a	
value-free	environment;	in	other	words,	that	their	own	values	have	no	influence	over	how	their	
research	 is	 directed,	 or	 how	 they	 arrive	 at	 their	 conclusions.	 The	 positivist	 paradigm	 came	
under	 intense	 criticism	 during	 the	 1950s	 and	 1960s,	 due	 to	 the	 fact	 that	 strict	 positivist	
doctrine	 ignored	 the	 theory-ladenness	 and	value-ladenness	of	 facts	 (meaning	 that	 research	 is	
influenced	 by	 the	 choice	 of	 theoretical	 framework	 and	 the	 values	 of	 the	 investigator,	






behavioural	 researchers	 fall	 under	 positivism	 or	 postpositivism,	 their	 research	 questions	 are	






Qualitatively	 oriented	 social	 and	 behavioural	 research	 rose	 to	 prominence	 during	 the	 last	
quarter	 of	 the	 20th	 century,	 emerging	 as	 a	 counterculture	 of	 sorts	 to	 the	 prevailing	
positivist/postpositivist	 paradigm.	 With	 their	 emphasis	 on	 collecting,	 analysing,	 interpreting	
and	presenting	narrative	data,	qualitatively	oriented	social	and	behavioural	researchers	adopt	a	
constructivist	 view	 of	 the	 world,	 where	 the	 meaning	 of	 an	 observable	 is	 something	 that	 a	
researcher	 constructs,	 and	 is	 therefore	 value-laden	 (Tashakkori	 &	 Teddlie,	 2009).	 Although	
constructivism,	 as	 argued	 by	 Creswell	 (1998),	 Denzin	 and	 Lincoln	 (2005),	 among	 others,	 has	
many	 varieties,	 these	 so	 called	 variants	 share	 the	 defining	 features	 of	 the	 constructionist	
worldview,	namely	that	“knowledge	of	the	world	is	mediated	by	cognitive	structures”	and	that	
it	 stems	 from	 “the	 interaction	 of	 the	mind	 and	 the	 environment”	 (Schwandt,	 1997;	 pp.	 19).	
Indeed,	 according	 to	 Glesne	 (2006):	 “Most	 qualitative	 researchers	 adhere	 to	 social	
constructivism	 or	 a	 constructivist	 paradigm”	 (pp.	 7,	 italics	 in	 original).	 Qualitative	 research	
questions	do	not	have	a	particular	hypothesis	as	their	premise,	nor	is	the	qualitative	researcher	
out	 to	 prove	 a	 pre-conceived	 idea	 or	 supposition.	 The	methods	 used	 in	 qualitative	 oriented	
social	and	behavioural	research	are	ideographic	or	emic	in	nature,	as	they	focus	their	attention	
on	 the	 individual	 rather	 than	 the	 general	 case.	 In	 conducting	qualitative	 research,	 social	 and	
behavioural	 scientists	 analyse	 narrative	 data,	 sometimes	 referred	 to	 as	 thematic	 analysis,	
“using	a	variety	of	different	inductive	and	iterative	techniques,	including	categorical	strategies	
and	contextualising	(holistic)	strategies”	(Tashakkori	&	Teddlie,	2009;	pp.	6,	parentheses	in	the	







incompatibility	 thesis,	 most	 notably	 Howe	 (1988),	 who	 used	 pragmatism10	 to	 underpin	 his	








picture	 in	which	 the	 either-or	 dualism	 of	 positivism	 versus	 constructivism	 is	 replaced	with	 a	
continuum.	 They	 argue	 that	 most	 research	 is	 conducted	 somewhere	 along	 this	 continuum,	




• They	 have	 the	 potential	 to	 offer	 stronger	 inferences	 than	 single	 method	 strategies,	
particularly	 through	 the	 employment	 of	 two	 strengthening	 functions:	 triangulation,	
defined	 by	 Patton	 (2002,	 pp.247)	 as:	 “the	 use	 of	multiple	methods	 to	 study	 a	 single	
problem”,	and	complementarity	(Greene	et.	al.,	1989).	
• They	 allow	 the	 researcher	 the	 opportunity	 to	 pursue	 a	 greater	 variety	 of	 divergent	
views,	 which	 can	 lead	 to	 falsification	 of	 underpinning	 theoretical	 assumptions	
(Erzberger	&	Prein,	1997),	 internal	quality	audits,	or	an	extension	of	 the	 investigation	
with	either	a	new	phase	or	indeed	a	new	study	altogether	(Rossman	&	Wilson,	1985).	
All	three	factors	listed	above	have	direct	relevance	to	the	research	question	being	investigated	




to	 mixed	 methodologists,	 research	 questions	 have	 a	 heightened	 centrality	 or	 significance	
compared	to	those	in	single	method	traditions,	as	they	dictate	the	kinds	of	methods	and	tools	
used	 by	 the	 researcher	 in	 his/her	 investigation	 (Bryman,	 2006;	 Erzberger	 &	 Kelle,	 2003;	
Tashakkori	&	Teddlie,	1998).	Mixed	methods	data	analysis	utilises	both	numeric	and	narrative	
analytic	 strategies,	 in	 addition	 to	 other	 techniques	 that	 are	 unique	 to	 the	 mixed	 methods	
																																								 																				
11	 Authors	 such	 as	 Punch	 (1998)	 contest	 the	 notion	 of	 dichotomisation	 of	 research	 questions	 into	
exploratory	 (being	 the	 exclusive	 domain	 of	 qualitative	 research),	 and	 confirmatory	 (being	 confined	 to	
quantitative	 research).	He	states:	 “While	 that	correlation	 is	historically	valid,	 it	 is	by	no	means	perfect,	
and	there	is	no	necessary	connection	between	purpose	and	approach.	That	is,	quantitative	research	can	
be	used	 for	 theory	 generation	 (as	well	 as	 verification)	 and	qualitative	 research	 can	be	used	 for	 theory	
verification	(as	well	as	generation)”	 (pp.	16-17).	While	acknowledging	Punch’s	position,	Tashakkori	and	
Teddlie	 (2009)	 emphasise	 that	 mixed	 methods	 are	 relevant	 to	 research	 projects	 seeking	 to	 answer	
questions	that	are	simultaneously	confirmatory	and	exploratory.	
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tradition,	 such	 as	 data	 conversion	 or	 transformation.	 Likewise,	 findings	 and	 conclusions	 are	
stated	in	both	numeric	and	narrative	forms.		





As	 I	 undertook	 my	 investigation,	 particularly	 during	 the	 first	 phase	 of	 data	 gathering	 (the	
qualitative	 phase),	 I	 was	 fully	 conscious	 of	 the	 role	 that	 I,	 as	 a	 researcher,	 played	 in	 the	
exercise,	 and	 the	 duality	 of	 my	 own	 positioning,	 being	 both	 an	 ‘insider’	 and	 an	 ‘outsider’	
(Arthur,	 2010).	 From	 the	 perspective	 of	 the	 research	 participants,	 certain	 aspects	 of	 my	
background	and	common	experiences	that	I	shared	with	the	participants,	may	have	led	them	to	
view	me	as	an	‘insider’:	the	facts	that	I	consider	myself	an	Arab,	by	virtue	of	my	ethnicity	and	
home	 language,	 that	 I	grew	up	 in	Dubai,	attended	English-medium	schools,	and	 that	 through	
my	education	 and	 immersion	 in	Dubai	 society	 have	become	bilingual.	 At	 the	 same	 time,	 the	
participants	may	well	have	been	aware	of	my	‘outsider’	status:	after	all,	I	am	not	Emirati,	and	
one	can	argue	that	the	Dubai	in	which	I	grew	up	in	the	1970s	and	1980s	is	very	different	from	
Dubai	 today,	 and	 certainly	 less	 influenced	 by	 the	 forces	 of	 globalisation	 alluded	 to	 in	 the	
‘Context’	 chapter.	 Furthermore,	 my	 history	 with	 Taaleem	 (the	 company	 that	 owns	 the	 two	
schools	attended	by	the	phase	1	student	research	participants)	and	the	current	position	that	I	
hold	as	shareholder	and	Board	Director	 in	the	company	would	undoubtedly	have	contributed	
to	 the	 power	 relationship	 between	 researcher	 and	 participant	 (Merton,	 1972).	 While	
acknowledging	 that	 these	 factors,	 combined	with	my	palpable	enthusiasm	for	 the	concept	of	
and	 the	 educational	 principles	 underpinning	 ‘balanced’	 bilingual	 education,	 would	 have	
undoubtedly	 influenced	my	 interactions	with	 the	 phase	 1	 participants	 and	 possibly	 coloured	
their	views	on	the	subject	as	expressed	in	their	written	statements,	the	deliberate	decision	to	
adopt	 methodological	 methods	 in	 which	 the	 participants	 were	 co-researchers,	 on	 a	 shared	





In	 relation	 to	 the	analysis	 and	 interpretation	of	 the	data	 collected	across	both	phases	of	 the	
enquiry	(which	took	on	a	thematic	form	during	phase	1,	while	phase	2	was	characterised	by	a	
largely	statistical	analytical	approach),	I	also	acknowledge	that	these	too	were	subject	to	being	
influenced	 by	my	 positionality,	 value	 system	 and	 personal	 biases.	 As	 argued	 by	 Dean	 et.	 al.	
(2018):	 “Different	 researchers	 can	 look	 at	 the	 same	 issue	 or	 phenomenon,	 and	 find	 value	 in	
different	 artefacts	 and	 behaviours,	 or	 stress	 different	 elements	 as	 most	 important	 or	 most	
interesting”	(pp.	275).	While	certain	measures	were	taken	during	the	data	analysis	exercise	to	
try	 to	mitigate	 these	 influences,	 such	as	ensuring	 that	 the	 ‘tension	 statements’	derived	 from	
the	student	essays	preserved	the	wording	of	the	authors	(as	discussed	in	detail	 in	Chapter	5),	
the	 influences	could	not	be	erased	altogether.	Hence,	as	argued	by	Denzin	(1997),	 the	claims	




who	 did	 ‘all	 the	 hard	work’	 in	 phase	 1,	 could	 perceive	 the	 potential	 value	 that	 the	 exercise	
might	add	to	them	and	possibly	future	generations	of	Emiratis.	Needless	to	say,	I	was	delighted	
to	 receive	evidence	 to	 this	effect,	 through	 the	 reactions	of	 some	of	 the	 student	participants.	
Here	is	one	such	example:	
Thank	you	very	much	 for	 the	chocolates	and	your	kind	words.	 I	 truly	hope	 I	 contributed	 to	
your	 project.	 I	 am	 grateful	 for	 the	 knowledge	 I	 received	 through	 my	 participation	 in	 the	
discussion	 sessions.	 Thank	 you	 for	 answering	 my	 questions	 and	 for	 presenting	 this	
opportunity	 to	me.	Most	 importantly,	 I	 thank	 you	 for	 your	efforts	 in	 conducting	a	 research	
that	will	benefit	Dubai	and	its	people.	Participant	A-6	
4.2	Research	Strategy	and	Framework	
As	stated	 in	section	1.2	of	the	 ‘Introduction’	chapter,	 in	conducting	this	research,	 I	set	out	to	
achieve	two	objectives:	firstly,	to	explore	how	bilingualism	is	viewed	by	Emirati	students	who	
are	 in	 private	 education	 in	Dubai	 and	 to	 establish	 the	 type	 of	 Arabic-English	 bilingual	model	
that	would	be	accepted	by	them;	secondly,	to	identify	the	conditions	needed	to	encourage	the	
realization	of	 this	 type	of	 schooling	and	ensure	 its	 future	 success	within	Dubai’s	private	K-12	
education	 sector.	 These	 objectives	 engendered	 one	 overarching	 research	 question	 and	 eight	
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subsidiary	 questions.	 The	 challenges	 that	 Emirati	 parents	 face	 when	 choosing	 to	 enrol	 their	
children	in	one	of	Dubai’s	private	schools,	stemming	from	the	treatment	of	Arabic	and	English	
in	those	schools	(more	precisely,	the	predominance	of	the	former	over	the	latter	in	the	case	of	
English-medium	 private	 schools	 popular	 with	 Emirati	 families)	 provides	 the	 contextual	
background	 to	 the	 enquiry.	 These	 factors,	 combined	 with	 my	 decision	 to	 adopt	 a	 largely	
constructivist	paradigm,	set	the	boundaries	within	which	the	enquiry’s	methodological	strategy	
was	confined.	In	this	section,	I	will	attempt	to	demonstrate	how	close	examination	of	the	main	
research	question	reveals	that	 it	 is	 innately	both	exploratory	and	confirmatory,	 leading	to	the	
adoption	of	 a	 research	 framework	 that	 is	 based	on	 a	mixed	methods	 triangulated	 approach.	
Ensuing	sections	(namely	sections	4.3	and	4.4)	that	delve	into	details	of	the	design,	its	research	
participants	 and	 aspects	 of	 validity,	 also	 endeavour	 to	 provide	 further	 reinforcement	 of	 the	
proposition	that	the	enquiry’s	methodology	serves	its	stated	objectives.	
Embedded	within	 the	main	 research	question	 is	 the	dilemma	currently	 facing	Dubai’s	Emirati	
community,	 particularly	 parents	 and	 their	 school-aged	 children,	 as	 presented	 in	 detail	 in	 the	
‘Context’	 chapter.	On	 the	one	hand,	 lies	 the	desire	of	 these	parents	 to	preserve	 their	 native	
language	 (as	 a	 vessel	 of	 cultural	 identity)	 for	 future	 generations,	 through	 the	 process	 of	
educating	their	children	in	Arabic	(Kenaid,	2011).	On	the	other	hand,	they	must	face	the	reality	
that	 English	 has	 become,	 effectively,	 the	 lingua	 franca	 in	 Dubai’s	 society,	 as	 it	 dominates	
everyday	 interactions	 and	 is	 the	 language	 in	 which	 business	 is	 largely	 conducted	 (Karmani,	
2009).	 Although	 the	 question	 does	 assume	 that	 bilingual	 education	 has	 a	 role	 to	 play	 in	
addressing	this	dilemma,	it	makes	no	assumptions	or	speculations	about	the	nature	and	type	of	
bilingual	model	 that	would	best	suit	 the	needs	of	Emirati	 families,	 leaving	that	 to	be	 inferred	
through	the	process	of	examining	people’s	(in	this	case	Emirati	students’,	as	shall	be	detailed	in	
the	 next	 section)	 opinions	 on	 the	matter.	 People’s	 thoughts	 and	 views	 are	 not	 quantifiable,	
although	they	have	the	propensity	to	 influence	conditions	and	variables	that	are	measurable.	
These	aspects	of	the	main	research	question	are	fundamentally	exploratory,	and	therefore,	as	
argued	 at	 the	 beginning	 of	 this	 chapter,	 investigating	 them	 requires	 a	 qualitative	 research	
design	 to	 either	 generate	 or	 extrapolate	 theory	 (Punch,	 1998;	 Tashakkori	&	 Teddlie,	 2003b).	
However,	 the	 study’s	 main	 research	 question	 as	 constructed	 also	 seeks	 to	 confirm	 two	
suppositions:	firstly,	that	bilingual	education	has	a	possible	role	to	play	in	resolving	the	Arabic-
versus-English	predicament	facing	Emirati	families;	and	secondly,	that	the	research	participants	
can	 all	 agree	 on	 a	 certain	 ‘best-fit’	 bilingual	 model,	 or,	 as	 the	 case	 may	 be,	 models.	
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Investigating	these	two	facets	of	the	question	requires	a	quantitative	approach	in	the	hope	that	
some	 general	 ‘truths’	 can	 be	 deduced	 regarding	 the	 characteristics	 of	 an	 Arabic-English	
bilingual	 model	 that	 has	 a	 chance	 to	 take	 root	 in	 Dubai’s	 private	 K-12	 sector.	 Here,	 key	
messages	 and	 underlying	 themes	 emerging	 from	 analysis	 of	 the	 data	 collected	 during	 the	
exploratory	phase	are	compared	and	common	threads	are	identified.	The	emphasis	shifts	from	
the	value-laden	nature	of	 the	exploratory	phase	 to	an	arguably	value-free	 framework,	where	
narrative	data	from	the	first	phase	are	transformed	in	such	a	way	as	to	allow	measurement	and	
numerical	analysis	of	causal	relationships	between	variables.	
Accordingly,	 this	 enquiry	 adopts	 a	 mixed	 methods	 sequential	 strategy	 performed	 over	 two	
phases,	 utilizing	 multiple	 sources	 of	 data	 generated	 through	 written	 arguments	 by	 a	 small	
sample	 of	 Emirati	 students	 (phase	 1),	 and	 a	 questionnaire	 directed	 at	 a	 broader	 sample	 of	
Emirati	students12	(phase	2).		
4.3	Research	Design	and	Participants	
This	 section	 details	 the	 various	 aspects	 of	 the	 enquiry’s	 design,	 delving	 into	 some	 of	 the	
epistemological	aspects	of	the	enquiry,	and	how	the	design	makes	use	of	certain	methods	that	
are	 customarily	 associated	 with	 the	 mixed	 methods	 tradition	 cited	 earlier	 in	 this	 chapter,	
particularly	data	transformation	and	triangulation.	The	section	also	provides	a	brief	description	
of	the	study’s	participants.	
In	 phase	 1,	 up	 to	 20	 Emirati	 students,	 aged	 between	 15	 and	 18	 years,	 are	 chosen	 from	 two	
different	private	schools	in	Dubai,	with	each	school	contributing	a	cohort	of	up	to	10	students.	
The	 two	 schools	 selected	 to	 take	 part	 in	 this	 phase	 of	 the	 study	 were	 Al	 Mizhar	 American	




During	this	phase,	each	participating	cohort	meets	 twice.	At	 the	start	of	 the	 first	session,	 the	





the	 objectives	 of	 the	 study	 and	 why	 bilingual	 education	 may	 have	 relevance	 to	 Dubai’s	
education	 system.	Following	 that,	 they	are	asked	 to	 complete	a	 language	background	 survey	
(Baker,	 1992).	 Each	 cohort	 is	 then	 divided	 into	 two	 groups	 of	 five	 and	 the	 students	 are	
expected	 to	debate	 issues	 related	 to	 the	 study’s	main	 research	question.	During	 this	debate,	
each	 participant	within	 a	 group	 is	 assigned	 a	 specific	 role,	 arguing	 his/her	 position	 from	 the	
viewpoint	 of	 one	 of	 the	 following	 stakeholder	 groups:	 students,	 parents,	 school	 leaders,	




essays.	 As	 a	 point	 of	 emphasis,	 I	 was	 under	 no	 illusion	 that	 these	 arguments	 represented	
anything	other	than	the	student	perspective;	in	fact	they	needed	to	be	for	reasons	of	validity,	
given	 that	 the	 main	 research	 question	 and	 its	 subsidiaries	 all	 focus	 on	 the	 Emirati	 student	




800	words	 in	 which	 they	would	 present	 their	 points	 of	 view.	 Although	 individual	 interviews	
with	each	student	would	have	been	a	viable	option,	 I	did	not	consider	this	possibility	 for	two	
principal	reasons.	The	first	stems	from	a	desire	to	minimize	the	 influence	that	 I	may	exert	on	
the	 students’	perspectives.	By	nature,	 interviews	are	 interactive	and	 therefore	 susceptible	 to	
‘investigator	effects’,	 even	when	 the	 investigator	 takes	extreme	care	 in	ensuring	 that	he/she	
uses	open-ended	questions	that	do	not	confine	the	respondent	into	a	rigid	framework	or	way	
of	 thinking	 (Tashakkori	&	Teddlie,	 2009).	 The	 second	 reason	 for	 favouring	essay	 composition	




of	 either	 taking	 their	 essays	 home	 for	 further	 refinement	 before	 submitting	 them	
electronically,	 or	 alternatively,	 they	 may	 opt	 to	 hand	 in	 their	 work	 there	 and	 then.	 The	
Page	56	of	221	















1. Data	 Collection	 Method	 1:	 ‘Background	 Survey’	 used	 as	 a	 standalone	 online	
questionnaire	 in	 the	case	of	 the	phase	1	 research	participants,	and	 incorporated	 into	
the	 ‘Final	 Survey’	 (see	 Data	 Collection	 Method	 3	 below)	 used	 in	 phase	 2.	 The	
‘Background	 Survey’	 seeks	 to	 collect	 data	 for	 the	 first	 part	 of	 the	 first	 objective	 (the	
exploration	 of	 how	 Emirati	 students	 who	 are	 in	 private	 education	 view	 bilingual	





2. Data	 Collection	Method	 2:	 Essays	 authored	 by	 the	 phase	 1	 research	 participants	 are	
decoded	 into	 ‘loose	 networks’	 (further	 detail	 is	 provided	 later	 in	 this	 section	 and	 in	
chapter	5).	The	student	essays	are	meant	to	connect	with	both	objectives	of	the	study,	
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as	 well	 as	 address	 the	 main	 research	 question	 and	 all	 its	 subsidiaries.	 Appendix	 9	
includes	all	12	essays	collected	from	the	research	participants	in	phase	1.	
3. Data	 Collection	 Method	 3:	 ‘Final	 Survey’	 used	 in	 phase	 2,	 incorporating	 the	
‘Background	Survey’	as	described	above,	as	well	as	the	‘tension	statements’	extracted	
from	 analysis	 of	 the	 students	 essays	 collected	 using	 Method	 2	 (further	 detail	 is	
provided	later	in	this	section	and	in	chapter	5).	The	‘Final	Survey’	is	meant	to	link	with	
the	study’s	two	objectives,	and	to	provide	answers	to	the	main	research	question	and	
all	 eight	 subsidiaries.	 In	 addition	 to	 the	 three	 sections	 that	 form	 the	 ‘Background	






the	survey	 is	provided	 in	electronic	 format,	and	the	students	are	asked	to	complete	 it	 in	 real	
time	during	the	first	of	two	face-to-face	sessions	planned	for	this	phase.	In	phase	2,	the	same	
participant	 background	 survey	 used	 in	 phase	 1	 is	 provided	 online	 as	 part	 of	 an	 expanded	
questionnaire	 (the	 ‘Final	 Survey’),	 which	 includes	 the	 tension	 statements	 generated	 through	
analysis	of	the	phase	1	narrative	data.		
In	2016,	as	part	of	my	EdD	coursework,	I	conducted	a	trial	study	of	the	current	enquiry,	using	
data	 collection	 tools	 that	 are	 very	 similar	 to	 those	 described	 above	 (Azzam,	 2016).	 The	
participant	 ‘Background	Survey’	used	 in	 the	2016	 trial	 study	 collected	biographical	as	well	 as	
some	 socio-economic	 data	 and	 asked	 the	 student	 participants	 to	 rate	 their	 own	 use	 of	
language	 in	 various	 situations	 through	 a	 language	 background	 scale	 (Baker,	 1992).	 It	 is	
important	to	emphasize	that	these	questions	probed	use	of	language,	and	were	not	meant	as	a	
measurement	 of	 language	 proficiency.	 The	 questions	 included	 in	 the	 pilot	 study’s	 language	
background	scale	were	mostly	closed-ended,	where,	on	a	five-point	spectrum	which	starts	with	
‘Almost	always	in	Arabic’	and	ends	with	‘Almost	always	in	English’,	each	participant	was	asked	




to	 reveal	 possible	 correlations	 or	 patterns	 between	 the	 language	 backgrounds	 of	 the	
participants	 and	 their	 positions	 with	 regards	 to	 the	 themes	 raised	 by	 the	 research	 (the	
participant	‘Background	Survey’	used	in	the	pilot	study	is	provided	in	Appendix	1).	However,	in	
the	context	of	the	pilot	investigation,	in	which	the	entire	sample	size	for	both	phases	was	just	
five	 students,	 achieving	 this	 purpose	 was	 problematic,	 as	 I	 had	 stated	 in	 my	 concluding	
remarks:		











and	 more	 to	 do	 with	 gaining	 an	 understanding	 of	 when	 and	 with	 whom	 Emirati	 students	
enrolled	in	Dubai’s	private	schools	make	use	of	English	versus	Arabic.	As	a	result,	any	questions	
probing	socio-economic	variables	appearing	in	the	2016	version	were	eliminated.	Also	removed	
were	 questions	 that	 appeared	 in	 the	 pilot	 study	 participant	 survey	 that	 were	 open-ended,	
(such	as:	“which	 language	or	 languages	are	your	 favourite,	and	why”)	 in	 light	of	 the	 fact	 that	
the	survey	will	be	put	to	a	large	number	of	participants	in	phase	2	and	the	data	gathered	will	be	
analysed	 statistically.	 Appendix	 2	 presents	 sections	 1	 and	 2	 of	 the	 ‘Background	 Survey’	with	
questions	probing	‘Biographical	Data’	and	the	‘Language	Background	Scale’	of	the	participants	
in	both	phases	of	 the	 investigation,	modified	as	described	above	 to	 suit	 the	 requirements	of	
the	current	enquiry.	
Although	the	questions	as	 laid	out	 in	sections	1	and	2	of	Appendix	2	do	offer	 insight	 into	the	
linguistic	practices	of	15	 to	18	year-old	Emirati	 students	enrolled	 in	private	 schools	 in	Dubai,	
they	 fail	 to	 capture	 any	 information	 on	 the	 respondents’	 attitudes	 towards	 these	 two	
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languages	and	their	relative	importance	in	their	lives,	or	indeed	their	perceptions	of	their	own	
command	 of	 these	 languages.	 The	 ‘Background	 Survey’,	 which	 through	 phase	 2	 of	 the	
investigation	has	the	potential	to	reach	hundreds	of	students,	presents	an	opportunity	to	gain	
some	 comprehension	 of	 the	 extent	 to	 which	 Dubai’s	 language	 dualism	 alluded	 to	 in	 the	
‘Introduction’	chapter	is	relevant	to	the	daily	 lives	of	young	Emiratis;	how,	if	at	all,	the	power	
struggle	between	English	and	Arabic	plays	 itself	out	 in	 their	experiences;	 and,	 the	manner	 in	
which	this	struggle	affects	their	perceptions	of	their	own	future,	be	that	in	tertiary	education	or	
in	their	professional	 lives.	 In	the	spirit	of	pragmatism,	which	 is	the	guiding	philosophy	behind	
the	enquiry’s	design,	this	was	an	opportunity	not	to	be	missed.	As	a	result,	the	revised	version	
of	the	participant	‘Background	Survey’	includes	statements	that	probe	these	themes,	requiring	
the	 respondents	 to	 register	 their	 agreement	 or	 lack	 thereof	 on	 a	 five-point	 scale	 (‘Strongly	
Agree’,	 ‘Somewhat	 Agree’,	 ‘Do	 not	 know’,	 ‘Somewhat	 Disagree’	 and	 ‘Strongly	 Disagree’),	
mimicking	the	tension	statements	that	will	follow.	These	statements,	now	form	section	3	of	the	
‘Background	Survey’	and	are	provided	in	Appendix	2.		
The	 second	 data	 collection	 activity,	which	 only	 takes	 place	 in	 phase	 1,	 is	 essay	 composition.	










be	 carefully	 crafted	 so	 as	 to	 channel	 the	 participants	 towards	 addressing	 the	 study’s	 specific	
requirements,	while	not	imposing	any	external	views	on	them	(Azzam,	2016;	pp.	33).		
Appendix	4	catalogues	the	sets	of	questions	each	participant	in	phase	1	received	in	accordance	





tension	 statements	 derived	 from	 thematic	 analysis	 of	 the	 student	 essays	 (Boyatzis,	 1998).	
Through	this	process	each	essay	is	coded	into	a	‘loose	network’	where	key	words	and	phrases	
are	 identified	 from	 the	 text	 and	 links	 between	 them	 signified	 through	 connecting	 lines:	 a	
vertical	 line	 indicating	 a	 serial	 or	 causal	 link,	 and	 a	 horizontal	 line	 indicating	 a	 parallel	
association	 (Gough	 &	 Scott,	 2000).	 This	 analytic	 method	 has	 the	 advantage	 of	 providing	 a	
condensed	form	of	narrative	data,	while	preserving	the	words,	phrases	and	meanings	used	or	
intended	by	 the	original	 author.	 The	 reason	 that	 these	networks	 are	 referred	 to	 as	 ‘loose’	 is	
because	 the	 coding	 emerges	 from	 the	 data,	 as	 opposed	 to	 being	 moulded	 into	 a	 pre-
existing/pre-coded	framework,	due	to	the	emic	nature	of	the	research	inquiry	(Lincoln	&	Guba,	






to	 these	 statements	 under	 supervision	 is	 a	means	 for	 any	 troubleshooting,	 should	 issues	 of	
comprehension	or	any	other	confusions	arise.	It	is	also	an	opportunity	for	them	to	understand	




permission	 first	 sought	 from	 the	 KHDA	 and	 the	 students’	 respective	 schools,	 each	 of	 the	
potential	 respondents	 from	 phase	 2	 receives	 an	 email	 containing	 a	 brief	 introduction	 to	 the	
study	and	its	objectives	and	a	link	to	the	online	‘Final	Survey’.	Based	on	the	lesson	learned	from	
the	 trial	 study,	where	 the	 participants	were	 asked	 to	 respond	 to	 pairs	 of	 statements,	 in	 the	
current	 enquiry,	 participants	 in	 phases	 1	 and	 2	 are	 asked	 to	 respond	 to	 each	 of	 the	 two	
statements	 within	 a	 tension	 pair	 (or	 couplet)	 separately	 (Azzam,	 2016).	 Not	 only	 does	 this	
eliminate	 any	 ambiguity	 in	 the	 responses13,	 but	 it	 also	 generates	 a	 measure	 of	 the	 relative	
																																								 																				
13	The	ambiguity	arises	in	instances	where	a	respondent	indicates	his/her	disagreement	with	a	particular	
‘tension	 couplet’.	 In	 such	 cases,	 it	 is	 not	 clear	which	 of	 the	 two	 statements	within	 the	 couplet	 he/she	
disagrees	with,	nor	indeed	whether	the	disagreement	applies	to	both	statements.	
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strength	 of	 each	 tension	 (Gough	 &	 Scott,	 2000),	 as	 detailed	 in	 chapter	 6.	 Responses	 to	 the	
‘Final	 Survey’	 questions	 during	 phase	 2	 are	 analysed	 statistically,	with	 the	 aim	 of	 identifying	
certain	correlations	that	may	emerge	linking	responses	to	the	tension	statements	with	factors	
that	 relate	 to	 the	 participants’	 biographical	 data,	 language	 background	 scales	 or	 attitudes	
towards	 language	 (these	 and	 other	 aspects	 of	 data	 analysis	 are	 explored	 in	 further	 detail	 in	
chapter	6).		
4.5	Validity		
Creswell	 (2002)	 categorizes	 mixed	 methods	 research	 into	 three	 types:	 triangulation,	 where	
quantitative	 and	 qualitative	 data	 are	 collected	 simultaneously	 and	 merged;	 explanatory,	 in	
which	quantitative	data	is	collected	and	analysed,	following	which	qualitative	data	is	gathered	
as	 a	means	 for	 further	 explanation	 and/or	 elaboration;	 and	exploratory,	whereby	 qualitative	
data	is	collected	first	as	a	means	to	explore	a	certain	phenomenon,	followed	by	a	quantitative	
phase	 which	 attempts	 to	 explain	 some	 of	 the	 relationships	 or	 findings	 derived	 from	 the	
qualitative	 phase.	 Although	 the	 current	 enquiry	 belongs	 to	 the	 third	 type,	 triangulation	
features	prominently	in	its	design	strategy,	most	notably	in	the	manner	in	which	the	study	uses	





collection	 in	 a	 single	 study	with	 the	 aim	 of	 solving	 a	 certain	 research	 problem	 (Erzberger	 &	
Kelle,	2003).	The	prevailing	thesis	at	the	time	was	that	conducting	independent	measurements	
of	 what	 is	 ostensibly	 the	 same	 phenomenon	 was	 a	 means	 of	 conversion,	 leading	 to	 a	
reinforcement	 of	 validity.	 Denzin	 (1978)	 coined	 the	 phrase	 ‘methodological	 triangulation’,	
defining	 it	 as	 a	 “complex	 process	 of	 playing	 each	 method	 off	 against	 the	 other	 so	 as	 to	
maximize	the	validity	of	field	efforts”	(pp.	304),	thus	 leading	to	a	diminishment	of	“threats	to	
internal	and	external	validity”	(pp.	308).	The	thesis	linking	triangulation	with	validity	does	have	
its	 detractors,	 however,	 particularly	 in	 instances	where	 the	multiple	methods	 used	 relate	 to	
different	phenomena	and/or	are	 influenced	by	distinct	epistemological	 conceptions	 that	may	




In	 other	 words,	 triangulation	 becomes	 akin	 to	 the	 examination	 of	 a	 physical	 object	 from	
different	 angles,	 with	 each	 angle	 producing	 a	 different	 view	 (Erzberger	 &	 Kelle,	 2003).	 The	
collective	of	 these	 views	 leads	 to	 a	much	better	 understanding	of	 the	object	 under	 scrutiny.	
The	current	enquiry	subscribes	 to	 this	 interpretation	 in	 its	use	of	 triangulation	as	a	means	 to	
broaden	 scope	and	 to	probe	 into	 further	depth,	 in	 addition	 to	 capturing	 a	wider	diversity	of	
views	and	opinions	as	mentioned	in	the	previous	sections	in	this	chapter.	
Apart	 from	 its	 use	 of	 triangulation,	 the	 current	 enquiry	 employs	 a	 number	 of	 strategies	 to	
address	 concerns	 related	 to	 internal	 validity	 (the	 degree	 to	 which	 data	 gathered	 represent	
what	they	claim,	the	reliability	of	the	data	source,	whether	the	study	participants	can	relate	to	
its	findings,	and	whether	the	investigation,	were	it	to	be	repeated	with	the	same	participants,	
would	generate	 the	same	data),	and	to	external	validity	 (the	extent	 to	which	the	conclusions	
are	 consistent	 with	 existing	 knowledge	 and	 can	 be	 extrapolated	 to	 comparable	 settings)	
(Denscombe,	2010).		
The	narrative	nature	of	the	data	collected	 in	phase	1,	and	the	manner	 in	which	 it	 is	analysed	
and	 coded	 into	 ‘loose	 networks’	 imposes	 limitations	 on	 the	 internal	 validity	 of	 the	
investigation.	 People’s	 thoughts	 and	 opinions	 can	 change,	 and	 the	 manner	 in	 which	 they	










14	As	a	 case	 in	point,	one	of	 the	phase	1	participants	 in	 the	 current	enquiry	also	 took	part	 in	 the	pilot	
study	two	years	earlier.	Appendix	14	presents	a	thematic	analysis	of	this	student’s	evolving	positions.	
Page	63	of	221	
• Centring	 the	 discussion	 and	 role-play	 activity	 as	 well	 as	 the	 guidelines	 for	 the	 essay	







to	 the	 greatest	 extent	 possible	 the	 language	 (key	 words	 and	 phrases)	 used	 by	 the	
participants	 in	 composing	 their	 essays	 (please	 refer	 to	 the	 Chapter	 5	 for	 further	
details).	
• Selecting	participants	 for	both	phases	who	possess	 the	 required	maturity	 (judging	by	
age	alone)	needed	for	reflection	and	expression	of	opinion	on	the	themes	raised	by	the	
study.		
As	 far	 as	 the	 generalizability	 of	 results	 is	 concerned,	 this	 investigation	 lays	 no	 claim	 to	
generalizing	 its	 conclusions	 to	 the	 wider	 population	 of	 Emiratis	 living	 in	 Dubai,	 nor	 does	 it	

















the	 activities	 in	which	 their	 children	were	expected	 to	engage	 (the	parent	 information	 letter	
and	 consent	 form	 is	 provided	 in	 Appendix	 5).	 Parents	 of	 the	 phase	 1	 participants	were	 also	
invited	 to	 attend	 an	 information	 session	 prior	 to	 the	 commencement	 of	 any	 data	 gathering	
activities.	A	 similar	 information	 sheet	 to	 the	one	used	 in	phase	1	was	 sent	 to	 the	parents	of	
phase	 2	 participants.	 Parents	 were	 assured	 that	 the	 anonymity	 of	 their	 children	 would	 be	
protected	at	all	stages	of	 the	study,	and	that	they	had	the	right	to	withdraw	their	consent	at	
any	 time.	 Similarly,	 participants	 were	 informed	 that	 they	 were	 entitled	 to	 cease	 their	
participation	 at	 any	 stage	 during	 the	 investigation,	 resulting	 in	 all	 artefacts	 related	 to	 them	
being	destroyed.	 The	participant	 ‘Background	Survey’	 used	 to	 solicit	 responses	 from	phase	1	
and	phase	2	participants	did	not	ask	for	their	names	nor	any	other	information	that	might	help	









questionnaire	 composed	 of	 statements	 extracted	 from	 coding	 of	 the	 essays	 collected	 during	
phase	1,	uses	a	quantitative	framework.	
During	 phase	 1	 of	 the	 investigation,	 the	 research	 participants	 meet	 twice.	 In	 session	 1,	 the	
students	 are	 first	 asked	 to	 complete	 a	 questionnaire	 (the	 ‘Background	 Survey’	 composed	 of	
three	sections)	of	mostly	closed-ended	questions	designed	to	reveal	some	of	their	biographical	
data,	 language	 background	 and	 attitudes	 towards	 Arabic	 and	 English.	 After	 completing	 the	
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questionnaire,	 the	 participants	 are	 provided	 with	 some	 contextual	 information	 about	 the	
study,	its	aims	and	main	research	question.	Each	student	in	the	group	is	then	assigned	one	of	
five	 roles:	 Emirati	 student,	 Emirati	 parent,	 school	 leader,	 policy	 maker,	 or	 school	
owner/operator.	 In	 session	 2,	 which	 takes	 place	 a	 fortnight	 after	 the	 first,	 students	 present	
their	views	through	a	700	to	800	word	essay	and	receive	feedback	from	their	peers;	the	essays	
are	subsequently	submitted	for	analysis.		
Phase	 2	 of	 the	 study	 centres	 around	 ‘tension	 statements’	 generated	 through	 the	 exercise	 of	
coding	the	students’	essays	into	‘loose	networks’	(Gough	&	Scott,	2000).	As	part	of	phase	2,	the	
resulting	 tension	 statements	 are	 put	 to	 the	 phase	 1	 participants	 during	 a	 third	 and	 final	
meeting,	 as	 a	 means	 of	 triangulation.	 Subsequently,	 a	 questionnaire	 (the	 ‘Final	 Survey’	
composed	 of	 the	 tension	 statements	 in	 addition	 to	 all	 three	 sections	 that	 make	 up	 the	
‘Background	Survey’)	is	put	to	a	much	broader	sample	of	Emirati	students	selected	from	any	of	
Dubai’s	English-medium	private	schools.	
The	 ensuing	 two	 chapters	 narrate	 the	 journey	 that	 took	 place	 during	 the	 data	 gathering	







the	 research	 participants	 who	 took	 part	 in	 this	 phase	 of	 the	 investigation.	 Following	 that,	
section	 5.2	 describes	 the	 thematic	 analysis	 that	 was	 utilized	 to	 extract	 findings	 from	 the	
student	 essays,	 and	 provides	 an	 explanation	 of	 the	 process	 in	 which	 these	 essays	 were,	
inductively,	 transformed	 from	 their	 original	 narrative	 state	 into	 ‘loose	 networks’	 (Gough	 &	
Scott,	2000).	Section	5.3	presents	the	findings	from	phase	1.		
Before	 proceeding	 further	 in	 this	 chapter,	 it	 is	worth	 pausing	 briefly	 to	 explain	 the	 planning	
that	went	 into	the	various	data	collection	activities,	which	resulted	 in	 the	development	of	an	
‘Action	Plan’	in	the	form	of	the	Gantt	Chart	shown	in	Figure	715.	The	construction	of	the	Action	
Plan	 began	 with	 breaking	 down	 the	 first	 two	 data	 collection	 methods	 listed	 in	 section	 4.4	













15	Note	the	notation	 ‘W’	 followed	by	one	of	 the	digits	1	to	5	appearing	underneath	the	month	titles	 in	
Figure	7	refers	to	‘Week’.	Where	a	partial	week	fell	within	any	given	month,	it	was	fully	allocated	to	that	




7. Send	all	 confirmed	participants	a	hyperlink,	via	electronic	mail	 (‘email’),	 to	 the	online	
‘Background	Survey’;	collect	responses.	
8. Conduct	first	formal	session	with	student	participants	in	which	role-play	is	assigned.	





as	 well	 as	 the	 series	 beginning	 with	 Activity	 8	 and	 ending	 in	 Activity	 10.	 Activities	 1	 and	 2,	
however,	as	well	as	7	and	8,	could	overlap	since	the	initiation	of	the	latter	in	each	of	these	pairs	
is	 not	 dependent	 on	 the	 completion	 of	 the	 former.	 In	 addition,	 and	 wherever	 relevant,	 the	
Action	 Plan	 as	 laid	 out	 in	 Figure	 7	 took	 note	 of	 any	 documents	 or	 some	 similar	 tools	 that	 a	
given	 activity	may	 require	 in	 order	 for	 it	 to	 be	 accomplished,	 and,	 again,	wherever	 relevant,	
listed	any	documentary	evidence	for	the	activity	to	be	judged	as	‘complete’.	As	a	case	in	point,	
Activity	8	lists	as	part	of	its	‘Pre-requisite	Documents/Tools’	the	Student	Information	Sheet,	as	







In	 preparation	 for	 phase	 1	 data	 collection	 I	 initiated	 contact	 with	 the	 principals	 of	 the	 two	
target	schools,	AAM	and	DIS.	A	brief	profile	of	the	two	schools	and	an	explanation	for	why	they	
were	selected	for	participation	in	this	phase	of	the	enquiry	is	provided	in	the	‘Context’	chapter	
(please	 refer	 to	 section	 2.6).	 In	 both	 cases,	 first	 contact	 was	 made	 through	 email	 in	 late	
October/early	November	 2017.	 I	 deliberately	 chose	 not	 to	 correspond	 earlier	 in	 the	Autumn	
due	 to	 the	 fact	 that	 I	knew	both	schools	were	scheduled	 to	undergo	 inspections	by	 the	 local	
regulatory	 authority	 sometime	 between	 the	 start	 date	 of	 the	 academic	 year	 (September	 10,	








did	 not	 wish	 to	 expend	 any	 further	 time	 or	 effort	 that	 may	 well	 prove	 to	 be	 abortive.	
Fortunately,	 I	 had	 another	 Taaleem-owned	 school,	 Jumeira	 Baccalaureate	 School	 (JBS),	 in	





‘AHSS’);	 from	 that	 date	 onwards	 the	 AHSS	 became	 my	 key	 point	 of	 contact.	 Having	
disseminated	the	‘Parent	Information	Letter	and	Consent	Form’	among	the	Grade	10	to	Grade	
12	Emirati	students	in	her	school	(see	Appendix	5),	the	AHSS	arranged	an	introductory	session	
with	 perspective	 candidates	 to	 take	 place	 on	 16	 November	 2017.	 A	 total	 of	 12	 students	
attended	 the	 introductory	 session,	although	only	nine	of	 them	 later	managed	 to	obtain	 their	
parents’	consent.	The	first	formal	session	with	the	nine	participants	took	place	on	13	December	
2017,	 during	 which	 I	 provided	 an	 introduction	 to	 the	 aims	 of	 the	 study	 as	 well	 as	 a	 brief	
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explanation	of	the	methodology	it	adopts	and	the	underlying	theory	that	it	seeks	to	inform.	All	
this	 I	 had	 previously	 summarized	 in	 a	 short	 paper	 entitled	 ‘Participant	 Information	 Sheet’	
(please	see	Appendix	7);	each	participant	was	given	a	copy	of	this	sheet.	Since	my	time	with	the	
students	was	 limited	 to	only	 25	minutes	 (we	were	meeting	during	 their	 school	 lunch	break),	
there	was	little	time	for	discussion	or	questions.	The	students	were	each	assigned	by	random	
draw	 a	 role-play,	 either	 student,	 parent,	 school	 leader,	 school	 owner/operator	 or	 regulator,	




the	 ‘Background	 Survey’,	 only	 three	 had	 completed	 their	 essays.	 Session	 2	was	 attended	 by	








had	 submitted	 their	 signed	 parental	 consent	 forms.	 Two	 days	 later	 I	 sent	 those	 students	 a	
hyperlink	 to	 the	 ‘Background	 Survey’,	 and	 three	 days	 after	 that	 we	met	 for	 the	 first	 formal	
session,	by	which	 time	one	of	 the	 five	candidates	had	withdrawn.	The	second	 formal	 session	
with	 the	 remaining	 four	 participants	 took	 place	 on	 13	 March	 2018.	 All	 four	 essays	 were	
submitted	on	or	within	a	few	days	of	that	meeting.	





task,	 and	 (2)	 to	 offer	 any	 assistance	 should	 they	 fail	 to	 understand	any	or	 some	of	 the	 questions.	 The	












1	 Introductory	meeting	with	Principal	and/or	designated	appointee	 06-Nov-17	 13-Nov-17	
2	 Introductory	session	held	with	potential	research	participants	 16-Nov-17	 23-Nov-17	
		 Milestone	1:	Parental	consent	forms	collected		(9	from	AAM,	5	from	JBS)	 28-Nov-18	 12-Dec-17	
3	 Hyperlink	to	'Background	Survey'	sent	to	participants	 28-Nov-18	 9-Dec-17	
4	 First	formal	session	with	participants	 13-Dec-17	 12-Dec-17	
		 Milestone	2:	Participants	complete	'Background	Survey'	(8	from	AAM,	4	from	JBS)	 14-Dec-18	 19-Feb-18	
5	 Second	formal	session	with	participants	 19-Feb-18	 13-Mar-18	
		 Milestone	3:	Participants	submit	essays		(8	from	AAM,	4	from	JBS)	 18-Mar-18	 15-Mar-18	
Before	 proceeding	 to	 the	 analysis	 of	 phase	 1	 data,	 I	 would	 like	 to	 offer	 the	 following	 two	
comments.	As	described	above,	 the	 timeline	between	early/mid-November	2017	when	 initial	
contact	with	 the	schools	was	made,	until	 the	18	March	2018	when	 the	 last	participant	essay	
was	 submitted,	may	come	across	as	being	 free	of	any	 setbacks.	Nothing	can	be	 further	 from	
the	 truth,	 as	 research	 of	 this	 kind,	 which	 places	 considerable	 demands	 on	 the	 participants,	
rarely	 is	 (McKinley	 &	 Rose,	 2017).	 The	 large	 time	 gap	 between	 the	 first	 and	 second	 formal	
sessions	was	 something	 I	 had	 not	 anticipated,	 due	 largely	 to	my	 experience	 during	 the	 pilot	
project	 in	 which	 a	 single	 week	 separated	 the	 two	 events	 (Azzam,	 2016).	 It	 was	 perhaps	
unfortunate	that	the	first	session	in	both	schools	happened	just	before	the	three-week	winter	
break	 (mid-December	 to	 early	 January),	 and	 that	 upon	 their	 return	 to	 school	 in	 January	 the	
students	 at	AAM	were	occupied	with	mid-year	 examinations,	while	 their	 counterparts	 at	 JBS	
had	 their	 full	 attention	 drawn	 towards	 finalizing	 their	 extended	 essays	 for	 the	 International	
Baccalaureate	Diploma	Programme,	due	at	the	end	of	the	month.	Another	mid-term	break	 in	
early	 February	 prevented	 me	 from	 seeing	 the	 students	 at	 AAM	 until	 the	 third	 week	 of	 the	




The	 second	 comment	 concerns	 ethics,	 and	 in	 particular	 the	 aspect	 related	 to	 the	 demand	
placed	on	the	time	of	these	very	busy	students	by	my	data	gathering	activities	during	this	phase	
of	 the	 enquiry.	 To	 exasperate	matters,	 each	 of	 the	 six	 sessions	 (three	 per	 school)	 that	 I	 had	
with	 the	 two	 cohorts	 took	 place	 during	 their	 25-minute	 lunch	 breaks.	My	 offer	 of	 providing	
nourishment	 in	 the	 form	 of	 fresh	 pizzas	 did	 ameliorate	 the	 situation,	 somewhat,	 and	 my	
humble	offer	of	thanks	upon	completion	of	all	data	gathering	activities	in	the	form	of	a	box	of	
chocolates	along	with	an	open	 letter	of	reference	(sample	provided	 in	Appendix	8)	which	the	
participants	were	 free	 to	 use	 in	 any	 suitable	 circumstance	 (for	 example,	 as	 an	 addendum	 to	










briefly	 the	 other	 data	 gathered	 during	 phase	 1,	 namely	 responses	 collected	 from	 the	 12	
participants	to	the	‘Background	Survey’.	Unlike	in	phase	2,	where	the	data	collected	from	the	





sole	 function	 of	 providing	 some	 contextual	 backdrop	 for	 each	 participant,	 which	may	 prove	
useful	 in	understanding	 the	views	expressed	 in	his/her	 composition.	 This	point	 is	 expounded	
further	in	section	5.3	(‘Phase	1	–	Findings’).		
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During	 the	 first	 phase	 of	 my	 data	 gathering	 pursuits,	 conducted	 between	 the	 months	 of	
November	2017	and	March	2018,	 I	was	able	 to	collect	12	essays:	eight	 from	the	participants	
attending	 AAM	 and	 four	 from	 the	 participants	 enrolled	 at	 JBS.	 The	 roles	 of	 parent,	 school	
owner/operator	 and	 regulator	 were	 represented	 twice	 each	 within	 the	 sample	 of	 essays	
collected,	while	 student	 and	 school	 leader	 each	 featured	 three	 times.	 Eight	 of	 the	 12	 essays	
fell,	largely,	within	the	target	word	count	range	of	700	to	800	words.	One	essay	of	the	12	was	





data,	 certain	 themes	 emerged,	 inductively,	 that	were	 specific	 to	 each	 essay	 (Boyatzis,	 1998;	
Kuckarts,	2014).	 In	all,	 six	 themes	arose	 from	the	student	composition	collective,	each	with	a	
related	 question,	mirroring	 to	 a	 large	 extent	 some	 of	 the	 subsidiary	 questions	 raised	 by	 the	









The	 first	 step	 in	 the	analysis	of	each	 individual	essay	was	 to	 identify	which	of	 the	six	 themes	
were	present.	The	second	step	involved	highlighting	key	phrases	and	sentences	in	the	essay.	In	
doing	so,	 I	 followed	the	principle	of	being	as	exhaustive	as	possible,	whereby	only	 in	cases	of	
almost	verbatim	repetition,	or	phrases	and	sentences	 that	had	no	bearing	whatsoever	 to	 the	
general	 topic	 of	 the	 research	 (which	 were	 rare),	 were	 the	 phrases/sentences	 in	 question	
ignored.	Through	 this	process,	 the	12	essays	produced	a	grand	 total	of	182	separate	phrases	
and	sentences,	which	were	 then	categorized	across	 the	six	 themes	mentioned	above.	Where	
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appropriate,	 the	 phrases/sentences	 were	 labelled	 as	 either	 ‘Arguments	 For’	 or	 ‘Arguments	
Against’	the	theme	in	question.	As	a	case	in	point,	consider	the	following	three	sentences	(the	
first	 two	 are	 extracted	 from	 the	 essay	 submitted	 by	 Participant	A-4	 from	AAM,	whereas	 the	
third	was	obtained	from	Participant	A-1’s	composition,	also	a	student	at	AAM):	
Statement	1:	Arabic	and	English	are	used	equally	in	Dubai	private	schools	(Participant	A-4).	
Statement	2:	The	challenges	 for	bilingual	education	are	 it	 is	hard	 to	make	 time	 to	 learn	each	
language	and	studying	them	(Participant	A-4).	
Statement	 3:	 Private	 schools	 in	 Dubai	 do	 not	 treat	 Arabic	 and	 English	 on	 an	 equal	 footing	
(Participant	A-1).	
Statements	 1	 and	 3	 offer	 arguments	 in	 favour	 of	 and	 against,	 respectively,	 the	 first	 theme’s	
related	 question	 (“Do	 the	 Arabic	 and	 English	 languages	 enjoy	 equal	 status?”).	 Statement	 2	
belongs	to	the	fourth	theme	emerging	from	the	student	compositions.	The	statement	is	neither	
an	‘Argument	For’	nor	an	‘Argument	Against’,	since	the	theme	itself	does	not	lend	itself	to	that	









The	 principal	 findings	 from	 the	 first	 phase	 of	 the	 study	 are	 the	 tension	 statements,	 derived	
from	the	thematic	analysis	and	subsequent	coding	into	‘loose	networks’	of	the	student	essays,	
as	 described	 in	 the	 preceding	 section.	 The	 process	 of	 classifying	 the	 subset	 of	 the	 182	
phrases/sentences	as	‘Arguments	For’	or	‘Arguments	Against’	the	underlying	themes	to	which	





























































































pilot	 study	 conducted	 in	 2016	 (Azzam,	 2016).	 However,	 examination	 of	 the	 remaining	 key	
phrases	and	sentences	extracted	from	the	essays	and	their	related	themes,	revealed	that	some	
of	 these	 themes	 did	 not	 lend	 themselves	 well	 to	 the	 mould	 of	 ‘argument	 versus	
counterargument’.	 This	 was	 particularly	 true	 within	 themes	 4,	 5	 and	 6,	 in	 which	 the	 vast	
majority	of	the	arguments	put	forward	by	the	students	presented	their	points	of	view	on,	for	
example,	what	would	constitute	the	‘ideal’	bilingual	model,	or	what	factors	stood	in	the	way	of	
its	 realization,	 without	 necessarily,	 as	 a	 collective,	 forwarding	 any	 opposing	 or	 contradictive	
views.	 It	 became	 clear	 that	 by	 limiting	 my	 selection	 to	 just	 those	 instances	 where	 a	 literal	
tension	existed	between	a	pair	of	phrases/sentences,	I	would	be	eliminating	a	substantial	body	
of	 arguments	 that	 were	 highly	 relevant	 to	 the	 research	 questions	 under	 investigation.	 As	 a	
result,	 I	chose	to	extend	the	phase	2	survey	(referred	to	as	the	‘Final	Survey’)	 to	now	include	
what	I	call	‘tension	singulars’	selected	from	the	remaining	154	key	phrases/sentences	that	did	
not	make	 it	 into	 the	 14	 couplets.	 In	 filtering	 these	 singulars	 I	 followed	 two	 simple	 rules:	 (1)	
eliminate	any	statements	that	I	 judged	to	be	repetitive,	and	(2)	remove	any	statements	that	I	


































the	 collection	 and	 analysis	 of	 narrative	 data	 sourced	 from	 a	 sample	 of	 12	 Emirati	 students	
attending	two	private	schools	in	Dubai:	AAM	and	JBS.	Each	student	authored	a	short	essay	(the	





Before	 progressing	 to	 phase	 2,	 however,	 I	 would	 like	 to	 highlight	 a	 singular	 event	 that	 took	
place	 during	 the	 first	 phase	 of	 the	 investigation.	 By	 a	 stroke	 of	 good	 fortune,	 one	 of	 the	
participants	 from	phase	1,	a	student	at	AAM	(referred	to	as	participant	A-8)	also	took	part	 in	





the	 arena	 of	 linguistic	 contestation	 within	 which	 young	 Emiratis	 conduct	 their	 lives.	 The	







that	 took	place	during	 the	data	collection	period	 in	phase	2	 (section	6.1),	before	going	on	 to	
describe	 how	 the	 data	were	 analysed	 (section	 6.2)	 and	presenting	 the	 findings	 (section	 6.3).	
The	data	collection	and	analysis	activities	for	this	phase	of	the	enquiry	relate	to	the	third	data	
collection	 method	 listed	 in	 section	 4.4	 (namely:	 the	 ‘Final	 Survey’).	 As	 part	 of	 the	 planning	





The	 extraction	 of	 tension	 statements,	 both	 singulars	 and	 couplets,	 through	 analysis	 of	 the	
student	essays	as	detailed	 in	 the	previous	 chapter,	meant	 that	phase	2	data	 collection	 could	
now	proceed.	The	tension	statements,	once	extracted,	were	put	to	the	12	participants	in	phase	
1,	as	a	means	of	triangulation	(see	‘Methodology’	chapter).	As	it	was	late	in	the	academic	year,	




the	 tension	 statements	 were	 derived	 to	 review	 and	 comment	 on	 them)	 was	 largely	 lost.	




the	 ‘Background	Survey’	 from	phase	1:	 (1)	Biographical	Data,	 (2)	 Language	Background	Scale	
and	 (3)	 Attitudes	 Towards	 Language	 (see	 ‘Methodology’	 chapter	 for	more	 details),	 plus	 two	
additional	sections:	 (4)	The	Bilingual	Model	(Singular	Statements)	and	(5)	The	Bilingual	Model	
(Couplets).	 The	 third	 and	 final	 task	was	 to	 secure	 the	 participation	 of	 as	 broad	 a	 sample	 as	
possible	of	Dubai-based	English-medium	private	schools	with	a	relatively	high	representation	of	
Emirati	students17.	The	remainder	of	this	section	details	how	these	tasks	were	achieved.	
Although	 the	 production	 of	 the	 ‘Final	 Survey’	 at	 first	 glance	 may	 seem	 a	 trivial	 matter	 of	
assembling	the	various	component	parts,	care	had	to	be	exercised	in	deciding	the	final	wording	
of	 the	 tension	 singulars	 and	 couplets,	 to	 ensure	 that	 the	 final	 version	 reaching	 the	 phase	 2	
respondents	was	free	of	errors	and	obscurities.	To	this	end,	I	subjected	these	statements	to	my	
own	 detailed	 review	 to	 achieve	 consistency	 in	 the	 use	 of	 spelling	 and	 grammar	 (ostensibly	
applying	British	standards	over	American),	as	well	as	clarifying	context,	where	appropriate,	to	
eliminate	 the	 risk	 of	 confusion	 on	 the	 part	 of	 the	 respondent.	 In	 addition,	 some	 statements	





included	 ‘tension	 singular’	 12	 in	 which	 the	 word	 ‘program’	 was	 changed	 to	 ‘programme’.	
Instances	where	the	edits	were	driven	purely	in	the	interest	of	correcting	grammatical	errors,	
included	‘tension	singular’	1,	which	was	transformed	from:	“Delivering	international	curriculum	
within	 the	 confines	 of	 a	 bilingual	 model	 does	 have	 many	 challenges”	 to	 “Delivering	 an	
international	curriculum	within	the	confines	of	a	bilingual	model	has	many	challenges”.	When	it	
came	to	cases	of	context	either	missing	or	being	unclear,	the	transformations	were	a	bit	more	









Appendix	15	 lists	all	18	 ‘tension	singulars’	before	and	after	editing.	The	14	 ‘tension	couplets’	
underwent	similar	transformations,	as	shown	in	Appendix	16.	
With	all	five	components	of	the	‘Final	Survey’	completed,	my	next	task	was	to	identify	potential	
participating	 schools	 that	would	 permit	 its	 dissemination	 among	 their	 Emirati	 students	 aged	
between	15	and	18	years.	I	had	one	of	two	options.	The	first	was	to	rely	on	my	own	network	of	
school	owners	and	principals,	and	hope,	through	goodwill,	that	they	would	agree	to	take	part	
in	 my	 research.	 The	 second	 was	 to	 approach	 the	 regulator,	 the	 Knowledge	 and	 Human	




I	made	 first	 contact	with	 the	KHDA’s	Chief	 of	 Partnership,	 Research	 and	Development	on	06	
May	2018,	and	held	my	first	meeting	with	her	a	few	days	later.	She	was	very	accommodating,	
and	 I	 was	 immediately	 introduced	 to	 the	 Director	 of	 Research	 who,	 over	 the	 ensuing	 three	
weeks,	 was	 able	 to	 secure	 formal	 approval	 from	 the	 concerned	 committee	 to	 support	 my	
research	(the	KHDA’s	letter	of	support	is	provided	in	Appendix	18).	The	Director	of	Research	did	
also	share	with	me	his	comments	on	a	few	of	the	tension	singulars	and	couplets,	and	suggested	
that	 I	 should	 include	a	 clarifying	 statement	at	 the	beginning	of	 sections	4	and	5	of	 the	 ‘Final	






















































































2018.	 I	 had	 previously	 shared	 with	 the	 KHDA’s	 Director	 of	 Research	 an	 introductory	 letter	
addressed	 to	 the	 principals	 of	 the	 phase	 2	 participating	 schools,	which	 contained	within	 it	 a	





Later	 that	afternoon	he	provided	me	with	 the	names	of	 the	13	English-medium	schools	 (plus	
four	branch	campuses)	that	are	most	popular	with	Emirati	families,	and	the	number	of	Emirati	
students	in	each	who	are	enrolled	in	Grades	8	to	12.	This	unexpected,	and	rather	unfortunate,	
development	meant	 that	 I	 had	 to	 revert	 to	my	 contingency	plan,	 namely	 relying	on	my	own	
network	of	friends	and	acquaintances	in	the	field.	I	immediately	set	about	selecting	the	schools	
within	KHDA’s	list	of	13	where	I	believed	I	had	some	leverage	or	connection.	The	resulting	list,	
which	 became	 my	 target	 catalogue	 of	 schools	 for	 the	 purpose	 of	 phase	 2	 data	 collection,	
contained	10	names,	six	of	which	belonged	to	the	KHDA’s	 list	of	13,	while	the	remaining	four	
(namely	 The	 International	 School	 of	 Choueifat,	 Dar	 Al	 Marefa	 School,	 Uptown	 School	 and	
Jumeira	Baccalaureate	School)	did	not.	Table	6	below	provides	the	names	of	these	schools,	the	








1	 Al	Ittihad	Private	School	(two	campuses)	 4,074	 3,482	 1,067	
2	 Al	Mawakeb	School	(two	campuses)	 5,353	 1,039	 617	




intelligent	 guess	 using	 whatever	 data	 I	 had	 available	 to	 me	 and	 the	 application	 of	 simple	 arithmetic	
assumptions	on	proportionality.	
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4	 Dubai	National	School	(two	campuses)	 4,463	 2,920	 1,038	
5	 The	International	School	of	Choueifat	 3,946	 301	 111	
6	 Dar	Al	Marefa	School	 710	 537	 198	
7	 Al	Mizhar	American	Academy	School	 638	 463	 171	
8	 Uptown	School	 1,410	 385	 142	
9	 The	School	of	Research	Science	 3,629	 2,633	 364	
10	 Jumeira	Baccalaureate	School	 791	 260	 96	
(KHDA,	2017)	
The	total	number	of	Emirati	students	enrolled	in	the	above	10	schools	is	14,382,	representing	
just	 under	 25%	 of	 the	 total	 Emirati	 student	 population	 in	 Dubai’s	 private	 school	 sector.	
Moreover,	the	sum	total	of	Emirati	students	in	Grades	8	to	12	attending	any	of	the	10	schools	
listed	above	 is	4,695,	 from	which	an	estimate	of	 the	number	 in	Grades	10	and	above	can	be	
derived,	this	being	the	group	targeted	by	the	phase	2	survey.	This	figure	amounts	to	a	sample	





Over	 the	 course	 of	 three	 days	 in	 early	 June	 2018,	 I	 wrote	 to	 all	 10	 schools	 on	 my	 list,	
introducing	my	enquiry	and	explaining	the	task	I	had	in	mind	for	their	Emirati	students,	should	
they	agree	to	take	part	 in	my	research	project.	By	then	I	had	given	up	any	hope	that	phase	2	
data	 gathering	 could	 be	 completed	 before	 the	 end	 of	 the	 2017-18	 academic	 year.	With	 the	








principals	 of	 the	 schools	 I	 sought	 their	 support	 in	 disseminating	 the	 phase	 2	 survey	 to	 the	
relevant	 student	 cohorts	 during	 the	 first	 two	weeks	of	 the	 academic	 year	 2018-19,	 slated	 to	
commence	on	03	September	2018.	The	initial	response	from	all	10	principals	was	positive.	
On	4	September	2018,	I	re-initiated	communication	with	the	principals	of	the	10	target	schools.	
In	 my	 communication	 to	 them	 I	 included	 a	 draft	 letter	 addressed	 to	 the	 parents	 of	 Emirati	
students	in	grades	10	and	above	in	which	I	incorporated	a	brief	description	of	the	study	and	the	
data	 collection	 activity	 planned	 for	 phase	 2,	 and	 sought	 the	 parents’/guardians’	 implicit	
consent	 to	 allow	 their	 children/wards	 to	 take	 part	 in	 the	 research20.	 Six	 of	 the	 10	 principals	
responded	 immediately	 affirming	 their	 support,	 and	by	 the	end	of	 the	 first	week	of	 the	new	
academic	 year	 I	was	 assured	 by	 all	 six	 that	 the	 parent	 letter	 had	 been	 disseminated.	 At	 the	
beginning	 of	 the	 ensuing	week	 I	 sent	 the	 principals	 a	 draft	message	 directed	 at	 the	 student	
participants,	which	included	a	hyperlink	and	informing	them	that	they	had	a	week	in	which	to	
complete	 the	 84-question	 ‘Final	 Survey’.	 By	 the	 end	 of	 that	 week,	 the	 online	 survey	 had	








need	 not	 take	 the	 form	of	 a	 signed	 statement.	 The	 letter	 addressed	 to	 parents	 included	 the	 following	
statement,	printed	in	bold	font:	“Unless	we	hear	otherwise,	either	directly	from	you	or	from	your	child,	we	
will	 assume	 that	 you	 have	 consented	 to	 your	 child’s	 participation”.	 Furthermore,	 the	 title	 page	 of	 the	






survey	 recorded	 one	 entry	 from	 each	 school,	 as	 shown	 in	 the	 table	 in	 Table	 8.	 There	was	 one	 further	
record	 in	which	the	respondent	marked	 ‘Other’	when	responding	to	the	question:	“What	school	do	you	
attend?”	 When	 I	 investigated	 this,	 it	 turned	 to	 be	 an	 entry	 from	 a	 student	 at	 Al-Mizhar	 American	

















is	 that	of	Emirati	students	aged	15	or	older	 (or	equivalently	who	are	enrolled	 in	grades	10	or	




this	 figure	 amounts	 to	 about	 two-thirds	 of	 the	 total	 Emirati	 population	 in	 private	 schools	 in	
those	grades.	Assuming	the	two-thirds	estimate	to	be	exact	leads	to	the	conclusion	that	during	








where	z	 is	the	‘z-score’	 (which	 is	a	number	that	relates	to	the	desired	‘confidence	 level’,	or	 in	
other	 words	 the	 level	 of	 uncertainty	 that	 can	 be	 tolerated),	 p	 is	 the	 ‘response	 distribution’	
(typically	 set	at	0.5	unless	 there	 is	 strong	evidence	 to	 suggest	 that	 the	population	within	 the	
sample	is	biased	with	respect	to	the	key	themes	raised	by	the	research),	N	is	the	‘addressable	










There	 were	 also	 the	 two	 peculiar	 entries	 from	 Dubai	 National	 School	 and	 the	 School	 of	
Research	 Science	 to	 ponder,	 schools	 that	 had	 never	 acknowledged	 my	 attempts	 at	
communication	in	September	2018.	My	only	explanation	for	their	existence	was	that	these	two	
responses	were,	 in	 fact,	made	by	 the	principals	of	 these	 schools	 (or	by	 some	other	officials),	






23	 Any	 entry	 in	 which	 fewer	 than	 50%	 of	 the	 questions	 were	 answered	 was	 considered	 to	 be	 grossly	
incomplete,	and	eliminated	from	the	database.	




along	with	 54	other	 grossly	 incomplete	 entries	 from	 the	 remaining	 six	 schools.	 The	 resulting	
226	entries,	which	constituted	the	final	set	of	validated	responses	for	analysis,	meant	that	the	
margin	of	error	in	my	statistical	sample	had	increased	from	5.00%	to	5.36%.	The	breakdown,	by	
school,	of	 the	226	 responses	 is	 shown	 in	Table	8	below.	 Incidentally,	 the	average	 time	spent	
answering	the	84	questions	 in	the	‘Final	Survey’	across	all	226	responses	was	19	minutes	and	
11	 seconds,	 which	 was	 within	 the	 range	 (15	 to	 20	 minutes)	 that	 I	 had	 predicted	 in	 my	
communication	with	parents	and	 the	 student	participants.	 The	 shortest	 time	 recorded	was	4	
minutes	and	48	seconds	by	a	student	from	Al	Ittihad	Private	School,	and	the	longest	58	minutes	










1	 Al	Ittihad	Private	School	(Jumeira	campus)	 97	 16	minutes	34	seconds	
2	 The	International	School	of	Choueifat	 31	 20	minutes	45	seconds	
3	 Dar	Al	Marefa	School	 20	 28	minutes	32	seconds	
4	 Al	Mizhar	American	Academy	School	 22	 10	minutes	32	seconds	
5	 Uptown	School	 25	 20	minutes	18	seconds	
6	 Jumeira	Baccalaureate	School	 31	 22	minutes	58	seconds	
	 TOTAL/OVERALL	 226	 19	minutes	11	seconds	
Having	 filtered	 out	 any	 invalid	 entries,	 my	 next	 task	 was	 to	 identify	 some	 defining	
characteristics	 that	 are	 relevant	 to	 the	 themes	 raised	by	 the	enquiry	which	 these	 six	 schools	
either	had	 in	 common	or	 in	 contrast.	 These	were	mainly	 centred	around	 curriculum	and	 the	
demographics	 of	 the	 student	 and	 staff	 bodies.	 The	 purpose	 behind	 this	 exercise	 was	 to	
ascertain	possible	correlations	 that	may	emerge	during	 the	process	of	extracting	 the	phase	2	
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findings,	between	these	characteristics	and	the	types	of	 responses	that	students	 from	the	six	
schools	 had,	 either	 in	 relation	 to	 their	 attitudes	 towards	 the	 two	 languages	 (Arabic	 and	
English),	or	alternatively	the	views	they	expressed	through	their	responses	to	questions	related	

















medium	 US	 Emirati	 Lebanese	
2	 The	International	School	of	Choueifat	
English-
medium	 SABIS	 Arab	 Arab	
3	 Dar	Al	Marefa	School	
English-








medium	 IB	 Emirati	 British	
6	 Jumeira	Baccalaureate	School	
English-




once),	 (2)	a	curriculum	 lens,	pitting	 IB	versus	US/SABIS	 (here	 the	226	entries	are	split	 into	87	
and	 139,	 respectively)	 or,	 (3)	 a	 teacher	 demographic	 lens,	 pitting	 Arab/Lebanese	 against	
Western	(whereby	the	226	entries	are	split	into	128	and	98,	respectively).	Of	course,	section	1	
of	 the	 Full	 Survey	 offers	 alternative	 potential	 lenses	 that	may	 prove	 useful	 in	 analysing	 the	
data,	such	as	age,	gender,	mother	or	father’s	country	of	birth,	and	the	number	of	years	spent	at	
current	 school.	 In	 reality,	 however,	 of	 all	 these	 factors,	 only	 gender	 had	 potential	 to	 reveal	
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certain	correlations,	as	the	other	factors	proved	to	be	either	largely	homogeneous	(for	example	
over	 90%	 of	 respondents	 reported	 that	 they	 had	 been	 studying	 at	 their	 current	 schools	 for	
three	consecutive	years	or	 longer;	over	89%	stated	that	their	 fathers	were	UAE	born	citizens,	
and	 over	 78%	 stated	 that	 their	 mothers	 were	 UAE	 born	 citizens)	 or,	 as	 in	 the	 case	 of	 age,	
inconsequential.	 For	more	 details	 on	 the	 correlations	 emerging	 from	 the	 data	 in	 relation	 to	
gender,	curriculum	and	teacher	demographics	please	refer	to	section	6.3	(‘Phase	2	–	Findings’).	
With	 the	 exception	 of	 questions	 16	 to	 19	 in	 section	 2	 of	 the	 ‘Final	 Survey’,	 where	 the	
curriculum	 and	 teacher	 demographic	 lenses	 may	 come	 into	 play	 (in	 these	 four	 questions	
respondents	were	 asked	what	 language	 they	 spoke	 to	 their	 friends	 in	 the	 classroom,	 on	 the	
playground,	and	outside	of	school	and	also	in	which	language	they	spoke	to	their	teachers),	all	
the	 remaining	 questions	 in	 this	 section	 were	 examined	 using	 the	 aggregate	 and	 gender	
viewpoints.	 In	 sections	 3	 and	 4,	 which	 required	 the	 participants	 to	 express	 their	 attitudes	

















filters	 were	 applied	 to	 the	 data	 in	 search	 of	 potential	 correlations.	 These	 filters	 include	 the	




between	 the	 age	 of	 15	 and	 18	 years,	 and	 the	 female	 to	 male	 split	 was	 54:46.	 78%	 of	
respondents	reported	the	UAE	as	being	their	mothers’	country	of	birth,	whereas	another	15%	
stated	 that	 their	mothers	were	 born	 in	 another	 Arab	 country.	 As	 for	 the	 country	 of	 birth	 of	
fathers,	 89%	of	 respondents	 reported	 it	 to	 be	 the	UAE,	 and	 another	 8%	 selected	 the	 ‘Other	
Arab	country’	option.	Finally,	92%	of	respondents	declared	that	they	had	been	studying	at	their	
current	 school	 for	 three	consecutive	years	or	more.	These	 findings	 contained	no	 surprises	as	
they	largely	reflected	the	sampling	criteria	employed	by	the	investigation	and	shared	with	the	
school	officials	who	had	assisted	in	recruiting	student	volunteers,	which	were:	Emirati	students	





‘In	Arabic	more	often	 than	English’	 (15%).	 Equivalently,	 85%	of	 respondents	 stated	 that	 they	
spoke	to	their	mothers	 ‘Almost	always	 in	Arabic’	(72%)	or	 ‘In	Arabic	more	often	than	English’	
(13%).	 A	 similar	 pattern	 prevailed	when	 it	 came	 to	 communication	with	 other	 elders	 within	
their	 families,	 with	 91%	 of	 respondents	 reporting	 that	 they	 spoke	 to	 their	 grandparents	
‘Almost	always	in	Arabic’	(89%)	or	‘In	Arabic	more	often	than	English’	(2%),	and	90%	declaring	
that	 they	spoke	 to	 their	aunts	and	uncles	 ‘Almost	always	 in	Arabic’	 (75%)	or	 ‘In	Arabic	more	
often	 than	 English’	 (15%).	 When	 it	 came	 to	 communication	 with	 siblings	 and	 cousins,	 the	
distribution	 of	 responses	 was	 spread	 more	 evenly	 across	 the	 spectrum	 that	 spans	 ‘Almost	



































maids/household	help?	 32%	 16%	 58%	
Which	language	do	you	use	when	
communicating	through	social	media?	 30%	 32%	 62%	
Which	language	do	you	use	when	
surfing	the	internet?	 53%	 27%	 80%	
Which	language	do	you	use	when	






reading	books?	 45%	 17%	 62%	
Which	language	do	you	use	when	
shopping?	 42%	 23%	 65%	
Page	92	of	221	
With	 regards	 to	 experiences	 such	 as	 speaking	 on	 the	 phone,	 listening	 to	 the	 radio	 or	music,	
playing	sports,	eating	out	or	dreaming	during	sleep,	the	responses	were,	more	or	 less,	evenly	
distributed	 between	 those	 favouring	Arabic	 and	 those	 favouring	 English.	 Table	 12	 lists	 these	
findings.	










speaking	on	the	phone?	 38%	 22%	 40%	
Which	language	do	you	use	when	
listening	to	radio	or	music?	 27%	 41%	 32%	
Which	language	do	you	use	when	
playing	sports?	 28%	 34%	 38%	
Which	language	do	you	use	when	eating	
out?	 29%	 38%	 33%	
Which	language	do	you	use	when	you	
dream	in	your	sleep?	 31%	 18%	 51%	
As	 for	 the	 four	 remaining	 questions	 (16	 to	 19),	 I	 wanted	 to	 examine	 the	 influence	 that	
curriculum,	gender	and	the	demographics	of	the	teaching	body	in	the	respondents’	respective	
schools	had	on	their	responses.	As	mentioned	in	section	6.2,	the	curriculum	perspective	pitted	
the	 three	 IB	 schools	 against	 the	 three	 schools	 that	 offered	 either	 the	 US	 or	 the	 SABIS	
curriculum,	 whereas	 the	 teacher	 demographics	 perspective	 pitted	 the	 two	 schools	 with	 a	






























































From	 the	aggregate	 perspective	 the	 scores	 shown	 in	 the	 above	 table	 lead	 to	 the	 conclusion	
that	amongst	the	sample	of	226	respondents,	there	is	no	clear	preference	between	the	use	of	





three	 perspectives,	 with	 the	 possible	 notable	 exception	 of	 the	 scores	 calculated	 using	 the	
curriculum	perspective	 in	relation	to	question	18.	Here,	the	score	from	students	attending	the	
three	 IB	 schools	 (JBS,	AAM	and	Uptown	School)	was	+0.88;	 in	other	words,	very	close	 to	 the	
response	 ‘In	Arabic	more	often	 than	 in	 English’.	 The	 same	 could	not	 be	 said	 of	 the	 students	
attending	 the	US	 and	 SABIS	 curriculum	 schools,	whose	mean	 score	 in	 response	 to	 the	 same	
question	was	+0.37.	There	is	no	discernable	reason	why	this	discrepancy	should	exist.	Bearing	




A	different	pattern	emerges	 from	an	examination	of	 the	 scores	 for	question	19,	with	 certain	
correlations	 featuring	 quite	 prominently	 between	 participants’	 responses	 and	 the	 various	
perspectives.	 According	 to	 Table	 13,	 two	 common	 threads	 characterize	 the	 responses	 to	
question	19.	The	first	characteristic	is	a	preference	for	the	use	of	English	over	Arabic	across	all	
four	 perspectives,	 in	 particular	 among	 female	 respondents	 (whose	 mean	 score	 was	 -0.72),	
students	 attending	 the	 three	 IB	 schools	 (with	 a	 mean	 score	 of	 -0.83)	 and,	 not	 surprisingly,	
respondents	attending	the	four	schools	where	the	teaching	body	was	predominantly	composed	
of	 Western	 teachers	 (where	 the	 mean	 score	 was	 -0.91).	 The	 second	 characteristic	 is	 a	 low	
standard	deviation	 score,	 in	 comparison	 to	 the	 responses	 for	 the	 remaining	 three	questions,	
indicating	 that	 this	 tendency	 towards	 the	 use	 of	 English	 when	 communicating	 with	 their	
teachers	was	a	general	pattern	shared	among	the	majority	of	the	respondents.	






only	 has	 a	 single	 language	 in	 common	 with	 them	 (the	 case	 of	 the	 household	 maid,	 for	
instance).	 To	 these	 students,	 bilingualism	 opens	 up	 opportunities	 of	 access	 to	 a	 desired	
content,	say	on	social	media	or	television.	However,	more	importantly,	and	against	the	deluge	
of	 English	 all	 around	 them,	when	 these	 young	 Emiratis	 living	 in	 Dubai	 assert	 their	 choice	 of	
listening	 to	 or	 using	 formal	 Arabic	 (whether	 that	 be	 in	 a	 formal	 classroom	 setting,	 at	 the	
theatre,	 or	 at	 a	 religious	 event),	 or	 alternatively	 the	 Emirati	 dialect	 (when	 interacting	 with	




from	32	 to	38,	 and	were	asked	 to	 state	 the	extent	 to	which	 they	agreed	with	each	of	 them.	
Analogous	to	the	treatment	afforded	to	questions	16	to	19,	responses	to	the	eight	statements	
in	 this	 section	of	 the	 survey	were	 studied	 through	 the	 four	 perspectives:	aggregate,	gender,	
Page	95	of	221	
curriculum	and	teacher	demographics.	Furthermore,	and	along	similar	lines	to	those	described	
in	 the	 previous	 subsection,	 a	 mean	 and	 a	 standard	 deviation	 score	 were	 derived	 for	 each	
question	 by	 first	 assigning	 the	 vale	 ‘+2’	 to	 the	 response	 ‘Strongly	 Agree’,	 ‘+1’	 to	 ‘Somewhat	
Agree’,	 ‘0’	 to	 ‘Do	Not	 Know’,	 ‘-1’	 to	 ‘Somewhat	Disagree’,	 and	 ‘-2’	 to	 the	 response	 ‘Strongly	
Disagree’.	The	results	are	shown	in	Table	14	below.	




































































































statements	 met	 with	 overwhelming,	 or	 even	 mild,	 disapproval.	 Statement	 37,	 with	 a	 mean	
score	 of	 +1.21,	 had	 the	 highest	 approval	 rate,	 followed	 by	 statements	 32	 and	 35,	 with	
respective	mean	scores	of	+1.08	and	+1.04.	The	standard	deviations	for	these	three	statements	
were	similar,	ranging	from	0.34	to	0.40.	Next	in	line	are	statements	33	and	36	with	mean	scores	
of	 +0.85	 and	 +0.84,	 respectively.	 Statement	 34	 stands	 delicately	 poised	 between	 the	 226	
respondents,	 with	 54	 students	 ‘agreeing	 strongly’	 with	 it	 contrasted	 with	 48	 who	 ‘strongly	




curriculum	 lens.	 Students	 attending	 the	 three	 IB	 schools	 (JBS,	 Dar	 Al	 Marefa	 and	 Uptown	
School)	 disagreed	with	 the	 statement	 to	 the	 tune	of	 47	who	 chose	 ‘Somewhat	Disagree’	 (32	




We	 are	 left	 with	 the	 final	 pair	 of	 statements	which	 can	 be	 considered	 as	 twins	 or,	 at	 least,	
complementary:	statements	31	and	38.	Across	all	four	perspectives,	both	statements	achieved	
a	 positive	 mean	 score,	 with	 the	 latter	 statement	 scoring	 slightly	 higher	 than	 the	 former.	
Responses	to	the	two	statements	had	similar	standard	deviations.	An	examination	conducted	
through	the	aggregate	perspective	reveals	that	for	statement	31,	a	total	of	146	students	either	
‘Strongly	Agreed’	 (48)	or	 ‘Somewhat	Agreed’	 (98)	with	 it,	as	opposed	to	40	respondents	who	
either	‘Strongly	Disagreed’	(11)	or	‘Somewhat	Disagreed’	with	it	(29);	30	students	selected	the	
																																								 																				
24	 The	 US/SABIS	 cohort	 responded	 to	 this	 statement	 as	 such:	 42	 students	 strongly	 agreed	 with	 the	
statement	 in	 contrast	 to	33	who	strongly	disagreed	with	 it;	34	 students	 somewhat	agreed	whereas	29	
somewhat	disagreed	with	it;	and	11	respondents	could	not	decide.	
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‘Do	Not	Know’	option.	As	 for	 statement	38,	151	 respondents	either	 ‘Strongly	Agreed’	 (77)	or	
‘Somewhat	Agreed’	(74)	with	it,	in	contrast	to	45	students	who	either	‘Strongly	Disagreed’	(13)	
or	 ‘Somewhat	 Disagreed’	 with	 it	 (32);	 and	 once	 again,	 30	 students	 could	 not	 decide.	 Other	
perspectives	lead	to	similar	statistical	patterns.	These	findings	demonstrate	that	the	majority	of	
participants	surveyed	were	in	favour	of	these	two	statements,	leading	to	the	conclusion	of	the	











Examining	 the	 table	 in	 Appendix	 19	 through	 the	aggregate	 perspective	 reveals	moderate	 to	
strong	agreement	(based	on	a	mean	score	of	+0.75	and	above)	with	the	following	statements:	
43,	44,	46,	49,	50,	51,	55	and	56.	Statements	39,	40,	41,	47,	48,	52,	53	and	54	had	moderate	to	
weak	 approval	 (with	 mean	 scores	 ranging	 between	 +0.33	 to	 +0.72),	 whereas	 statement	 42	
(“The	 bilingual	 model	 should	 be	 limited	 to	 the	 primary	 and	 middle	 years,	 and	 should	 be	
discontinued	in	secondary	school”)	was	the	only	one	with	respect	to	which	a	slight	majority	of	












bilingual	model	might	 look	 like,	and	 (6)	 issues	with	 the	way	 that	Arabic	 is	 currently	 taught	 in	
private	schools.		
• Theme	 4:	 obstacles	 standing	 in	 the	 way	 of	 the	 establishment	 of	 an	 Arabic-English	
bilingual	model	 –	The	 findings	 suggest	 that	 a	moderate	majority	 of	 the	 respondents	
believed	 that	 such	 a	 model	 would	 present	 certain	 operational	 challenges,	 which	
include	 difficulties	 in	 scheduling	 time	 to	 study	 and	 learn	 in	 two	 languages	
simultaneously,	 complications	 in	 terms	 of	 finding	 suitably	 qualified	 teachers,	 training	
and	 retraining	 them,	 and	 the	 high	 cost	 associated	 with	 operating	 such	 a	 model.	 A	
moderate	 to	 large	 majority	 of	 the	 respondents	 also	 believed	 that	 support	 from	 the	
government	and	other	stakeholders	was	required	for	the	model	to	take	root.	
• Theme	5:	what	a	 successful	Arabic-English	bilingual	model	might	 look	 like	–	Theme	
five	had	the	largest	footprint	amongst	the	statements	in	section	4	of	the	‘Final	Survey’,	
with	half	the	statements	belonging	to	it.	The	findings	reveal	that	a	fair	majority	of	the	








question	 of	whether	 the	model	 should	 extend	 to	 include	 the	 primary	 and	 secondary	
years	of	 schooling	was	 left	unresolved.	On	 the	one	hand,	 a	majority	 agreed	with	 the	
statement	 that	 younger	 students	 were	 more	 capable	 of	 processing	 and	 absorbing	
multiple	 languages	 compared	 to	older	ones;	on	 the	other	hand,	a	moderate	majority	
felt	that	limiting	the	model	to	the	primary	and	middle	years	would	be	a	mistake.	
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• Theme	6:	 issues	with	 the	way	 that	Arabic	 is	 currently	 taught	 in	private	 schools	 –	A	
moderate	to	large	majority	of	respondents	believed	that	private	schools	offered	fewer	
opportunities	 for	 students	 to	 apply	 the	 language	 in	 comparison	 with	 public	 schools	
which	 faired	 better	 in	 this	 regard,	 and	 that	 schools	 should	 consider	 offering	 Emirati	
Studies	 courses,	 conducted	by	Emirati	 teachers,	 to	enrich	 students’	 Emirati	dialect.	A	
moderate	to	weak	majority	believed	that	the	new	generation	of	Emiratis	struggles	with	
finding	common	ground	with	 the	Arabic	 spoken	by	 their	elders,	 and	 that	 the	policies	
applied	 in	 schools	 of	 teaching	 formal	 (or	 classical)	 Arabic	 exclusively	 dismiss	 the	 rich	
culture	and	pride	behind	the	Emirati	dialect.		
















where	 the	 difference	 between	 them	 was	 higher	 than	 0.50,	 (2)	 cases	 in	 which	 the	
																																								 																				





0.75	 or	 higher	 and	 the	 difference	 between	 them	was	 0.50	 or	 lower	 or,	 (3)	 cases	 in	
which	 the	absolute	 value	mean	 score	 for	 each	 statement	within	 a	 pair	was	 between	
zero	and	0.75,	and	the	difference	between	them	was	0.50	or	lower.	
• Weak/Non-Existent	Tension	–	corresponding	to	all	remaining	cases.	
Table	 15	 presents	 the	 results	 of	 this	 classification	 using	 the	 aggregate	 perspective.	 The	




















case	of	 couplet	 (61	 ;	 62),	 the	 tension	 arises	 from	 the	 realization	 that	while	 there	may	be	 an	
expectation	 of	 Emiratis	 in	 the	 workforce	 to	 possess	 command	 of	 their	 native	 language,	 the	




the	same	time	acknowledging	the	 fact	 that	even	within	bilingual	schools,	 there	tends	to	be	a	
dominant	 language	 and	 a	 subordinate	 one.	 Finally,	 the	 high	 tension	 in	 couplet	 (77	 ;	 78)	
juxtaposes	 the	 majority	 view	 that	 bilingual	 education	 produces	 higher	 long-term	 academic	
outcomes	with	one	that	acknowledges	its	potential	adverse	effects	on	the	learner.	





lives	 of	 young	 Emiratis.	 What	 makes	 these	 two	 couplets	 ‘Moderate’	 is	 the	 fact	 that	 a	 fair	
number	of	the	respondents	were	also	willing	to	acknowledge	the	opposing	view.	As	for	couplet	
(67	;	68),	the	mean	scores	were	very	close,	and,	 in	fact,	had	statement	68	scored	higher	than	
0.65,	 the	 couplet	 would	 have	 been	 categorized	 within	 the	 ‘High	 Tension’	 bracket.	 The	 two	
statements	 in	this	couplet	state	the	following	opposing	views:	the	majority	of	Dubai’s	private	
schools	are	bilingual;	not	many	schools	in	the	UAE	follow	a	bilingual	educational	model.	
Finally,	 there	were	 the	 ‘Weak/Non-Existent	 Tension’	 couplets,	which	 accounted	 for	 just	 over	
half	 the	 total	 number	 of	 ‘tension	 couplets’.	 Here,	 we	 are	 faced	 with	 an	 even	 stronger	 bias	
towards	 one	 point	 of	 view	 versus	 the	 other	 across	 the	 various	 arguments	 put	 forth	 by	 each	
couplet.	The	 summary	below	presents	 these	 findings,	organized	 in	 relation	 to	 the	 six	 themes	
emerging	from	the	phase	1	essay	analysis	(please	see	section	5.2	for	further	details).	In	contrast	
to	the	singular	statements	which	all	fell	under	the	fourth,	fifth	and	sixth	themes,	as	outlined	in	
the	 preceding	 subsection,	 the	 ‘Weak/Non-Existent	 Tension’	 findings	 all	 belonged	 to	 the	 first	
three	themes	identified	during	the	analysis	of	the	student	essays.		
• Theme	1:	 the	 relative	 status	 afforded	 to	Arabic	 and	 English	 –	A	 fair	majority	 of	 the	
respondents	were	of	the	opinion	that	private	schools	did	not	treat	Arabic	and	English	
on	 an	 equal	 footing.	 This	 was	 particularly	 true	 among	 male	 respondents,	 students	
attending	the	three	IB	schools	and	those	enrolled	within	the	four	schools	in	which	the	




• Theme	 2:	 the	 bilingual	 model’s	 place	 within	 Dubai’s	 private	 education	 system	 –	A	
large	majority	of	respondents	across	all	four	perspectives	believed	that	it	is	imperative	
for	 Emiratis	 to	 achieve	 balance	 between	 the	 two	 languages	 and	 not	 allow	 one	 to	
override	 the	other.	A	moderate	majority	believed	that	 there	was	high	demand	 in	 the	
market	 for	 an	 Arabic-English	 bilingual	 model;	 that	 the	 model,	 should	 it	 come	 to	
fruition,	 would	 play	 an	 important	 role	 in	 supporting	 learning;	 and,	 that	 parents	
selecting	such	a	model	over	an	English-medium	school	for	their	children	would	not	be	
taking	 any	 significant	 risks.	 Finally,	 a	 fair	majority	 (particularly	 among	 female	 and	 IB	
school	respondents)	disagreed	with	the	assertion	that	the	bilingual	model	would	not	be	
very	successful	in	Dubai,	nor	would	it	be	very	effective.	
• Theme	 3:	 the	 benefits	 of	 bilingual	 education	 –	 Amongst	 all	 14	 pairs	 of	 statements	
which	constituted	section	5	of	the	‘Final	Survey’,	statement	73	(“Being	bilingual	makes	
you	 smarter,	 gives	 you	 cross-cultural	 access,	 and	 future	 employment	 advantages”)	
earned	the	highest	positive	mean	score	across	all	four	perspectives	(aggregate,	gender,	
curriculum	and	teacher	demographics).	An	almost	equal	majority	also	agreed	with	the	






six	 schools.	 Four	 separate	 perspectives	 were	 identified	 as	 having	 the	 potential	 to	 reveal	
possible	 correlations	 in	 the	 numerical	 data	 collected	 during	 this	 phase,	 namely:	 (1)	 an	
aggregate	 perspective	 (in	 which	 all	 226	 entries	 are	 considered	 collectively);	 (2)	 a	 curriculum	
perspective,	pitting	 IB	versus	US/SABIS;	 (3)	a	 teacher	demographic	perspective	pitting	 schools	
with	 a	 predominantly	 Arab/Lebanese	 teaching	 body	 against	 those	 with	 a	 predominantly	




• Theme	 1:	 the	 relative	 status	 afforded	 to	 Arabic	 and	 English	 –	 The	 majority	 of	
respondents	 believed	 that	 private	 schools	 emphasized	 English	 over	 Arabic,	 and	 that	
because	of	globalization	English	has	become	the	predominant	language	in	Dubai.		
• Theme	2:	the	bilingual	model’s	place	within	Dubai’s	private	education	system	–	Most	
respondents	 believed	 in	 the	 importance	 of	 maintaining	 a	 balance	 between	 the	 two	
languages,	and	supported	the	introduction	of	an	Arabic-English	bilingual	model.	
• Theme	 3:	 the	 benefits	 of	 bilingual	 education	 –	A	 large	majority	 of	 the	 respondents	
believed	 that	 bilingual	 education	 would	 benefit	 their	 cognitive	 and	 academic	
development,	and	would	improve	their	future	employment	prospects.	
• Theme	 4:	 obstacles	 standing	 in	 the	 way	 of	 the	 establishment	 of	 an	 Arabic-English	
bilingual	model	 –	 The	 overall	 sentiment	 was	 that	 the	 bilingual	model	 suffered	 from	
operational	 challenges	 such	 as	 high	 costs,	 the	 recruitment	 of	 appropriately	 trained	
teachers,	and	that	government	support	was	needed	for	the	model	to	be	realized.	
• Theme	5:	what	a	successful	Arabic-English	bilingual	model	might	look	like	–	A	majority	
of	 the	 respondents	believed	 that	 the	prerequisites	 for	 the	model’s	 success	 include:	a	
clear	 articulation	of	bilingualism	as	 a	 stated	goal,	 the	apportioning	of	 equal	 status	 to	
Arabic	and	English,	and	a	commitment	to	the	use	of	Arabic	beyond	the	confines	of	the	
classroom.	The	‘one-size-fits-all’	approach	may	not	work,	suggesting	multiple	types.	
• Theme	6:	 issues	with	 the	way	 that	Arabic	 is	 currently	 taught	 in	private	 schools	 –	 A	
small	majority	of	respondents	believed	that	the	policies	applied	in	schools	of	teaching	







This	 enquiry	 was	 built	 on	 the	 premise	 that	 a	 linguistic	 dualism	 exists	 within	 Dubai’s	 Emirati	
population,	 with	 Arabic	 and	 English	 in	 constant	 contention	 for	 hegemony	 (Findlow,	 2006;	
Clarke,	 2007),	 and	 that	while	 a	majority	 of	 Emirati	 parents	 choose	 to	 enrol	 their	 children	 in	
English-medium	schools,	believing	them	to	offer	a	‘higher	standard	of	education’	(see	‘Context’	
chapter	for	further	details),	there	is	considerable	concern	among	many	of	them	over	the	cost	
they	 have	 had	 to	 pay	 in	 terms	 of	mother-tongue	 attrition	 (Kenaid,	 2011).	 Section	 7.1	 below	
examines	the	extent	to	which	evidence	from	the	findings	of	this	 investigation	either	supports	
or	refutes	these	assertions,	and	further	explores	the	added	complication	that	Arabic	diglossia	
injects	 into	 Dubai’s	 linguistic	 composition	 (Gallagher,	 2011),	 both	 within	 and	 outside	 the	
confines	of	 its	education	system.	By	doing	so,	 section	7.1	addresses	 the	 first	 three	subsidiary	
questions	 raised	 by	 the	 enquiry,	 provided	 in	 the	 ‘Introduction’	 chapter.	 Sections	 7.2	 and	 7.3	
turn	their	attention	towards	finding	answers,	based	on	the	gathered	evidence,	to	the	remaining	
five	subsidiary	questions.	Collectively	the	answers	to	these	questions	help	address	the	study’s	












Although	 the	 phenomenon	 of	 linguistic	 dualism	 is	 often	 portrayed	 through	 the	 lens	 of	 two	
languages	being	 in	conflict,	 it	 is	 important	not	 to	 lose	sight	of	 the	aspect	of	dualism	 in	which	
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the	 languages	 in	 question	 stand	 side	 by	 side,	 with	 each	 having	 its	 own	 sphere	 of	 influence	
(Fishman,	1972a).	Section	2	of	the	‘Final	Survey’	attempted	to	explore	this	facet	of	the	Arabic-
English	dualism	 in	existence	 in	Dubai,	 through	gaining	an	understanding	of	 the	circumstances	
and	situations	in	which	young	Emiratis	tend	to	favour	the	use	of	one	language	over	the	other.	
The	findings,	presented	in	detail	 in	subsection	6.3.2,	had	very	few	surprises	to	offer.	The	vast	
majority	of	 respondents	 stated	 that	 they	 spoke	 to	 their	 family	elders	 (parents,	grandparents,	




activities	 such	 as	 communicating	 through	 social	 media	 and	 reading	 (books,	 newspapers,	
magazines,	etc.),	whereas	a	much	stronger	majority	(80%	to	83%)	declared	their	preference	for	
English	 when	 surfing	 the	 internet	 and	 watching	 films,	 television	 or	 videos.	 While	 the	 slight	
partiality	for	English	over	Arabic	in	the	use	of	social	media	can	be	explained	by	virtue	of	the	rich	
demographic	mix	of	people	with	whom	these	young	Emirati	 students	 interact,	 the	 inclination	
towards	 English	 over	 Arabic	 in	 the	 remaining	 instances	 of	media	 consumption	 is	 less	 readily	
explained.	 One	 influencing	 factor	 is,	 perhaps,	 the	 relative	 scarcity	 of	 content	 in	 Arabic	 that	
appeals	 to	 this	 age	 group,	 compared	 to	 English	 content,	 which	 is	 pervasive,	 as	 shall	 be	
discussed	shortly	within	the	context	of	what	Phillipson	(1992)	terms	as	linguistic	imperialism.	
Phillipson	views	the	English	language	as	one	of	the	principal	means	through	which	the	so-called	
industrialized	 nations	 are	 able	 to	 “Americanize”	 or	 “Westernize”	 other	 parts	 of	 the	 world	
(1992;	59).	He	defines	linguistic	imperialism	as	the	process	whereby	“the	dominance	of	English	
is	 asserted	 and	maintained	 by	 the	 establishment	 and	 continuous	 reconstitution	 of	 structural	



















their	 children	appears	 in	 the	 ‘High	Tension’	 couplet	 (61	 ;	 62),	 as	mentioned	 in	 the	 chapter	6	
(subsection	6.2.5).	The	inner	conflict	experienced	by	Emiratis	is	the	result	of	the	clash	between	
the	expectation	 that	Emiratis	 in	 the	workforce	 should	be	proficient	 in	Arabic,	 and	 the	 reality	
that	in	Dubai’s	world	of	business	and	commerce	English	enjoys	primacy.	
7.1.2	The	Status	of	Arabic	and	English	Within	Dubai’s	Private	Education	Sector	




statements	 34	 and	 57	 were	 almost	 identical:	 44%	 in	 favour	 versus	 49%	 against,	 with	 7%	
undecided,	in	the	case	of	statement	34,	compared	to	45%	in	favour	versus	48%	against	with	7%	
undecided	in	the	case	of	statement	57.	Statement	58	had	a	clear	majority	(65%)	of	respondents	
in	 agreement	 with	 it	 (33%	 ‘Strongly	 Agreed’,	 32%	 ‘Somewhat	 Agreed’),	 while	 only	 25%	
disagreed	with	it	(13%	‘Strongly	Disagreed’,	12%	‘Somewhat	Disagreed’).		
There	were	very	few	instances	 in	which	the	responses	to	the	 ‘Final	Survey’	surprised	me;	the	










three	 other	 perspectives	 of	 gender,	 curriculum	 and	 teacher	 demographics	 yielded	 similar	
results,	as	mentioned	in	chapter	6.	One	potential	explanation	derives	from	possible	ambiguity	
in	the	 language	used	 in	those	two	statements,	as	the	words	“weighting”	and	“importance”	 in	
statement	 34	 and	 the	phrase	 “used	 equally”	 in	 statement	 57	 can	be	 interpreted	 in	 different	
ways.	A	respondent	may	judge	his/her	school	as	promoting	Arabic	in	equal	measure	to	English	
through	 attitudes	 towards	 the	 two	 languages,	 or	 through	 initiatives	 aimed	 at	 championing	
Arabic	that	may	lie	outside	the	confines	of	the	classroom.	Whatever	justification	that	may	exist	
to	 explain	 these	 findings,	 the	 only	 viable	 conclusion	 that	 can	 be	 drawn	 from	 the	 cumulative	
responses	to	statements	34,	57	and	58	is	that	this	is	an	area	of	genuine	conflict,	and	that	in	the	
minds	of	 the	Emirati	 students	who	took	part	 in	 this	study,	 the	question	of	whether	English	 is	
given	precedence	over	Arabic	in	English-medium	private	schools	is	not	quite	resolved.	
7.1.3	Arabic	Diglossia/Transglossia	
Arabic	 diglossia	 was	 introduced	 into	 the	 narrative	 of	 the	 enquiry	 largely	 through	 the	 essay	
composed	 by	 participant	 A-8	 (please	 refer	 to	 Appendix	 14	 for	 further	 details).	 In	 her	 essay,	
participant	A-8	portrays	formal	or	classical	Arabic	as	an	act	of	linguistic	brutality	imposed	by	the	
education	 authorities	 in	 the	 country.	 The	 first	 victims	 of	 this	 brutal	 act	 are	 Emirati	 students	
who	 have	 to	 face	 endless	 and	 mindless	 classes	 in	 Arabic	 grammar.	 Its	 second	 victim	 is	 the	
Emirati	 dialect,	 which	 according	 to	 A-8	 faces	 possible	 extinction.	 In	 her	 own	words:	 “Arabic	
classes	don’t	 pay	 attention	 to	 the	 art	 of	 our	mother	 tongue;	 instead	 the	 focus	 is	 directed	 to	
grammar	and	comprehension”	(Participant	Essay,	A-8).	She	goes	on	to	say:		
Yet,	how	can	a	student	develop	and	enhance	his/hers	ability	to	speak	in	another	language	if	the	
basis	 of	 our	 work	 at	 school	 revolves	 around	 grammar?	 –	 In	 which	 cant	 be	 applied	 to	 an	
‘unfamiliar’	language	(quotation	marks	in	the	original).		
The	juxtaposition	between	A-8’s	perceptions	of	her	Emirati	dialect,	which	she	calls	“our	mother	







sociolinguistic	 arrangements”	which	 emphasizes	 the	 consensual	 aspect	 of	 linguistic	 hierarchy	
over	its	conflicting	side.	Furthermore,	the	tendency	of	diglossia	to	compartmentalize	languages	
and	language	variants	into	stable	and	bounded	contexts	has	also	come	under	criticism	(Fasold,	
1984).	 Garcia	 (2009)	 offers	 the	 term	 ‘transglossia’	 as	 a	 more	 appropriate	 alternative	 to	
diglossia	 in	 describing	 societal	 bilingualism	 in	 an	 increasingly	 globalized	 world.	 She	 defines	
transglossia	 as:	 “a	 stable,	 and	 yet	 dynamic,	 communicative	 network	with	many	 languages	 in	
functional	 interrelationship,	 instead	 of	 being	 assigned	 separate	 functions”	 (italics	 in	 the	
original;	 pp.	 79).	 In	 her	 conception	 of	 transglossia,	Garcia	 sees	 languages	 as	 no	 longer	 being	
assigned	 distinct	 functions	 or	 spaces,	 but	 rather	 co-existing	 within	 the	 same	 territories.	
Furthermore,	 languages	 are	 no	 longer	 subject	 to	 hierarchical	 order	 based	 on	 whether	 they	
have	more	 or	 less	 power,	 but	 are	 in	 fact	 used	 interchangeably	 depending	 on	 the	 frames	 of	
context	and	time.		
It	 is	all	 too	clear	 that	participant	A-8’s	 thesis	on	the	conflict	she	 faces	daily	 in	her	struggle	 to	
maintain	her	hold	on	her	 Emirati	 dialect,	 of	which	 she	 is	 so	 fond,	 and	 the	 forced	 learning	of	
formal	Arabic	which	she	seems	to	loathe,	is	an	appeal	to	Garcia’s	transglossia.	In	A-8’s	view,	the	
‘new	wave’	of	Arabic	spoken	by	young	Emiratis	 should	be	embraced,	 rather	 than	shunned	or	
ridiculed.	She	in	fact	refers	to	this	‘new	wave’	of	spoken	Arabic	as	“a	new	language”	which	she	
defines	 in	 the	 following	manner:	 “…	younger	 students	 speaking	primarily	 in	 English	 throwing	
Arabic	slang	into	their	speech,	creating	a	cocktail	of	what	truly	is	the	UAE”	(Participant	Essay,	A-
8).	 To	 her,	 the	 only	means	 to	 ensure	 that	 young	 Emiratis	 “embrace	 their	 Arabic”	 lies	 in	 the	
acceptance	by	policy	makers	in	the	UAE	of	the	need	to	replace	the	teaching	of	formal/classical	
Arabic	 in	 schools	 (particularly	 in	 the	 secondary	years)	with	 this	 ‘new	wave’	of	Emirati	Arabic,	
thus	“allowing	the	newer	generation	to	make	their	own	language”.	
The	 ideas	 introduced	 by	 participant	 A-8	 were	 put	 to	 the	 phase	 2	 respondents	 to	 the	 ‘Final	
Survey’	in	the	form	of	statements	40,	41	and	84	(please	see	Appendix	3).	While	a	slight	majority	
of	 the	226	 respondents	agreed	with	 statements	40	and	41	 (53%	and	54%,	 respectively),	only	
48%	 of	 them	 supported	 statement	 84.	 In	 fact,	 the	 antithesis	 to	 statement	 84	 (its	 tension	





In	 summary,	 evidence	 gathered	 from	 responses	 to	 the	 phase	 2	 ‘Final	 Survey’	 suggests	 the	
existence	of	linguistic	dualism	within	the	perceptions	of	Emirati	students,	and	lends	legitimacy	
to	the	concerns	over	home	language	attrition	and	language	shift	within	Dubai’s	Emirati	society.	





of	model	 that	would	best	suit	 the	needs	of	Emirati	 families	 relate	directly	 to	 the	 fourth,	 fifth	
and	sixth	subsidiary	questions	raised	by	the	study:	









that	will	 best	 suit	Dubai’s	 needs,	 leaving	 that	 to	be	 inferred	 through	 the	process	 of	 examining	
people’s	(in	this	case	Emirati	students’)	opinions	on	the	matter.			














• Couplet	 (73	 ;	 74):	 A	 large	 majority	 of	 respondents	 deemed	 that	 bilingual	 education	
made	 students	 smarter,	 gave	 them	 cross-cultural	 access	 and	 imparted	 future	
employment	 advantages,	 while	 only	 a	 minority	 of	 them	 believed	 that	 bilingual	
education	would	lead	to	dispersion	of	student	thinking.	
• Couplet	 (79	 ;	 80):	 The	 vast	majority	 of	 respondents	 (over	 84%)	were	 convinced	 that	
bilingual	 education	allowed	parents	 to	provide	 their	 children	with	 the	opportunity	 to	
reach	their	goals	and	to	excel	in	their	future,	while	a	small	minority	thought	the	model	
would	be	overwhelming	for	learners,	leading	them	to	failure.	
• Couplet	 (81	 ;	 82):	 80%	 of	 respondents	 affirmed	 that	 the	 bilingual	 model	 plays	 an	





the	existing	 imbalance	between	Arabic	and	English”)	with	which	76%	of	 respondents	were	 in	
favour	 (41%	 ‘Strongly’	 agreed	 with	 it,	 while	 35%	 ‘Somewhat’	 agreed)	 and	 only	 9%	 were	 in	
opposition	(3%	in	‘Strong’	disagreement,	and	6%	in	‘Somewhat’	disagreement).		
The	 final	 two	 couplets,	 (75	 ;	 76)	 and	 (77	 ;	 78),	 which	 exhibited	 ‘High	 Tension’,	 address	 the	
specifics	of	language	proficiency	and	attainment	within	the	context	of	bilingual	education,	and	
the	 effects	 on	 long-term	 academic	 outcomes.	 Although	 the	 conflicting	 messages	 contained	
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within	 those	high	 ‘tension	couplets’	do	not	necessarily	weaken	 the	conclusion	derived	above	





Section	 4	 of	 the	 ‘Final	 Survey’	 contained	 five	 statements	 that	 relate	 to	 the	 motif	 of	 what	
constitutes	the	building	blocks	of	Dubai’s	proposed	bilingual	education	model.	These	were:	45,	
46,	 47,	 48,	 and	 50	 (the	 five	 statements	 are	 listed	 in	 Appendix	 3).	 With	 all	 five	 statements	
gaining	majority	approval	 from	the	226	respondents	(percentage	approvals	ranging	from	57%	
for	 statement	 45,	 to	 75%	 for	 statements	 46	 and	 50),	 the	 following	 picture	 begins	 to	 unveil	
regarding	 some	 of	 the	 key	 components	 of	 Dubai’s	 Arabic-English	 bilingual	model	 and/or	 the	
school	adopting	such	a	model:	
(1) Explicit	mention	 of	 ‘bilingualism’	 as	 a	 stated	 goal	 in	 the	mission	 statement	 –	 This	 is	
very	much	in	tune	with	Baker’s	strong	form	of	bilingual	education,	which	he	defines	as:	




of	 the	model	 emerging	 from	 the	 findings	 resonates	with	 the	 clear	 distinction	which	
Garcia	(2009)	makes	between	bilingual	education	and	language	teaching	programmes,	





(3) Utilization	 of	 Arabic	 and	 English	 native	 speaking	 staff	 in	 equal	 measure,	 or,	
alternatively,	the	deployment	of	bilingual	staff	–	In	this	case	the	findings	lay	one	of	the	
operational	 cornerstones	 of	 the	 model,	 which,	 not	 surprisingly,	 seeks	 to	 not	 only	
leverage	the	teaching	talent	available	either	 locally	or	 in	the	Arab	region,	but	to	also	
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model	 should	 break	 away	 from	 the	 prevailing	 practice	 in	 English-medium	 schools	 of	
casting	 Arabic	 solely	 within	 the	 confines	 of	 formal	 instruction.	 For	 the	 language	 to	
become	more	alive	for	the	Emirati	youth,	it	needs	to	feature	in	other	aspects	of	their	




Bayan	 Bilingual	 School,	 Jordan’s	 Amman	 Baccalaureate	 School,	 and	 Bahrain’s	 The	 Bahrain	
Bayan	School	and	Ibn	Khuldoon	National	School	alluded	to	in	the	‘Context’	chapter	(see	section	
2.5	 for	 further	 details).	 These	 characteristics	 include:	 (1)	 the	 desire	 to	 fuse	 Western-style	
education	 with	 Arab	 and	 Islamic	 values	 and	 traditions,	 (2)	 the	 use	 of	 the	 term	 bilingual	
education	 explicitly	 in	 their	 narrative,	 (3)	 substantial	 instructional	 time	 being	 allotted	 to	
teaching	subjects	using	Arabic	as	a	medium	of	instruction,	especially	in	the	primary	years,	(4)	a	
student	body	that	is	predominantly	native	to	the	country,	and	(5)	a	faculty	body	composed	of	a	
blend	 of	 Western	 or	 Western-educated	 teachers	 and	 Arab	 teachers	 who	 are,	 themselves,	
bilingual.	What	 makes	 this	 resemblance	 truly	 remarkable,	 is	 that	 in	 arriving	 at	 the	 four	 key	





highest	 number	 of	 international	 schools	 worldwide	 according	 to	 the	 International	 Schools	
Consultancy	(ISC,	2018),	that	span	the	spectrum	of	no	fewer	than	16	different	curricula	(please	
refer	to	the	‘Context’	chapter	for	further	details,	particularly	sections	2.3	and	2.4).	It	stands	to	
reason,	 therefore,	 that	 a	 successful	 Arabic-English	 bilingual	 model	 should	 exhibit	 similar	
multiplicity	in	type	and	form,	if	it	is	to	appeal	to	the	broad	and	varied	demands	of	the	Emirati	
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consumer,	 as	 well	 as	 others	 who	may	 find	 this	model	 of	 education	 appealing,	 such	 as	 Arab	
expatriate	families,	and	some	non-Arab	Muslim	families	to	whom	the	acquisition	of	Arabic,	the	
language	in	which	the	Qur’an	was	revealed,	can	be	a	pressing	desire.		
Statement	 44	 in	 section	 4	 of	 the	 ‘Final	 Survey’	 speaks	 to	 this	 point	 explicitly,	 stating	 that:	
“Different	programmes	should	be	made	available	throughout	the	market	as	one	style	is	surely	
not	suitable	for	all”.	64%	of	respondents	agreed	with	the	statement,	while	only	9%	disagreed	
with	 it.	 It	 would	 therefore	 seem	 that,	 provided	 that	 it	 exhibited	 the	 four	 core	 components	
listed	in	the	previous	subsection,	Dubai’s	bilingual	model	could	potentially	take	any	of	Baker’s	
(2011)	 four	 strong	 forms	 for	 the	 promotion	 of	 bilingualism	 and	 biliteracy:	 immersion,	
maintenance,	 dual	 language,	 or	 mainstream.	 The	 remainder	 of	 this	 subsection	 presents	 a	
hypothetical	sketch	of	the	kind	of	bilingual	school	that	may	succeed	in	Dubai	according	to	each	
of	the	aforementioned	types.	
• Immersion	 School	 for	 the	 Promotion	 of	 Arabic-English	 Bilingualism	 and	 Biliteracy:	 A	
school	of	this	type	would	take	its	lead	from	the	Canadian	example	(Lambert	&	Tucker,	
1972),	 as	mentioned	 in	 section	 3.2	 of	 the	 ‘Literature	 Review’	 chapter,	 except	 in	 this	
case	 immersion,	or	more	precisely	early	 immersion,	would	be	 in	 the	 first	 language	of	
the	Emirati	student	cohort,	namely	Arabic,	rather	than	the	second	 language	(English),	
as	was	the	case	 in	Canada’s	French	speaking	provinces.	 In	this	 instance,	Arabic	would	
be	the	only	medium	of	instruction	for	the	kindergarten	and	either	all	or	at	least	half	of	
the	 primary	 years,	 with	 English	 being	 taught	 as	 a	 foreign	 language.	 Enrichment	 of	
English	may	be	provided	outside	 the	classroom,	 through	extra-curricular	programmes	
including	 reading	 or	 drama	 clubs,	 for	 example,	 depending	 on	 the	 demographics	 and	
other	 variables	 that	 the	 school	 may	 experience.	 A	 transition	 into	 dual	 language	
provision	 could	 take	 place	 at	 the	 end	 of	 the	 immersion	 years,	 which	 as	 mentioned	
previously	 may	 extend	 up	 to	 half	 or	 all	 of	 primary	 education.	 This	 type	 of	 bilingual	
offering	seems	well	adapted	to	situations	where	Emiratis	constitute	the	large	majority	
of	 students	 enrolled	 in	 the	 school,	 and	 where	 Emirati	 families	 in	 particular	 find	 the	
incidence	of	the	use	of	Arabic	to	be	very	restricted	in	the	lives	of	their	children,	around	




causing	 them	 to	 lose	 touch	 with	 English	 entirely.	 A	 school	 of	 this	 type	 would	
undoubtedly	 utilize	 bilingual	 teachers	 in	 order	 to	 successfully	 deliver	 the	 immersion	
component	of	its	offering,	if	not	for	the	entire	school.	
• Maintenance	 School	 for	 the	 Promotion	 of	 Arabic-English	 Bilingualism	 and	 Biliteracy:	
This	 type	 of	 school	 would	 not	 differ	 materially	 from	 the	 immersion	 type	 presented	
above,	 except	 that	 the	 100%	 early	 immersion	may	 be	 diluted	 to	 some	 degree,	 with	
English	sharing	part	of	the	responsibilities	of	delivering	the	curriculum	with	Arabic.	The	
Arabic-English	spilt	across	the	subjects	taught	 in	the	school	 in	those	early	years	could	
be	anywhere	 from	80:20	 (in	 favour	of	Arabic)	 to	50:50.	Another	differentiating	 factor	
between	this	type	of	school	and	the	immersion	school	 is	that	within	the	maintenance	
type,	 the	 ratio	between	 the	provision	of	Arabic	 compared	 to	English	 in	 favour	of	 the	
former	is	more	likely	to	extend	beyond	the	early	years	to	include	all	of	the	middle	and	
possibly	even	the	secondary	years	of	schooling.	The	expected	student	demographic	in	a	
school	 of	 this	 kind	 is	 similar	 to	 that	 of	 immersion	 schools,	 namely	 predominantly	
Emirati.	 This	 type	 of	 school	 may	 appeal	 to	 Emirati	 families	 who,	 although	 are	
concerned	 about	 home	 language	 attrition	 and	 therefore	 keen	 for	 their	 children	 to	
establish	a	strong	initial	foundation	in	Arabic,	may	find	the	immersion	model	a	bit	too	
drastic	 compared	 to	 what	 they	 are	 used	 to	 today	 in	 the	 form	 of	 English-medium	




• Dual	Language	School	 for	 the	Promotion	of	Arabic-English	Bilingualism	and	Biliteracy:	
This	type	of	school	would,	in	my	opinion,	be	the	most	popular	and	the	most	in	demand,	




and	English	would	be	used	 in	more	or	 less	equal	measure	as	mediums	of	 instruction.	
Variations	 within	 this	 type	 abound,	 as	 the	 choice	 of	 which	 subjects	 to	 teach	 in	 one	
language	versus	the	other	may	be	an	 influencing	 factor	when	a	parent	makes	his/her	
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school	 decision.	 Far	 too	 often,	 the	 so-called	 ‘soft	 subjects’	 such	 as	 the	 humanities	




language	 form	 is	 frequent	 switching	 of	 language	 across	 subjects.	 The	 Swiss	
International	Scientific	School	(SISS),	which	is	a	recent	entrant	into	the	Dubai	education	
market,	 provides	 a	 working	 example	 of	 this	 approach.	 SISS	 offers	 students	 three	
different	 study	 streams:	 (1)	 English	 with	 additional	 languages,	 (2)	 bilingual	 English-
French,	 or	 (3)	 bilingual	 English-German	 (SISS,	 2018).	Within	 the	 bilingual	 streams,	 an	
English	 teacher	 assigned	 to	 a	 class	 teaches	 all	 subjects	 in	his/her	medium	during	 the	
course	 of	 one	 week,	 at	 the	 end	 of	 which	 he/she	 hands	 over	 to	 his/her	 French	 or	
German	colleague	who	picks	up	the	trail	and	continues	with	the	instructional	journey,	
but	 this	 time	 in	 French	 or	 German.	 An	 Arabic-English	 dual	 language	 bilingual	 school	
may	 follow	SISS’s	 example.	 Irrespective	of	whether	 this	 type	of	Arabic-English	 school	
offers	 side-by-side	 or	 sequential	 teaching,	 the	 balance	 that	 it	 brings	 to	 the	 two	
languages,	 if	 implemented	 correctly,	 has	 the	 greatest	 potential	 to	 succeed,	 both	
commercially	and	pedagogically.	
• Mainstream	School	 for	 the	Promotion	of	Arabic-English	Bilingualism	and	Biliteracy:	 In	
Baker’s	 conception,	 mainstream	 bilingual	 programmes,	 which	 are	 also	 known	 as	
bilingual	 education	 in	majority	 languages,	 refer	 to	 the	use	of	 two	majority	 languages	
that	are	positioned	on	par	with	each	other	within	societies	in	which	the	majority	of	the	
population	 is	 bilingual.	 This	 of	 course	 is	 not	 applicable	 to	 Dubai,	 although	 one	 may	
argue	 that	 it	 could	 apply	 to	 the	 bracket	 of	 Dubai’s	 population	 that	 is	 Emirati.	 In	 this	
case	therefore	a	school	following	mainstream	or	two	majority	languages	is	akin	to	one	
adopting	a	dual	language	form,	as	described	in	the	preceding	paragraph.	
It	 is	 important	 to	point	 out	 at	 this	 stage	 that	whatever	 form	or	 forms	Dubai’s	Arabic-English	
bilingual	model	may	take,	its	success	will	depend	on	the	degree	to	which	it	can	fuse	with	one	or	




still	 need	 the	 reassurance	 that	 they	 will	 be	 doing	 so	 within	 the	 structure	 of	 a	 recognized	
international	programme	and	that	 the	credentials	 their	children	will	gain	upon	completion	of	
their	 schooling	 years	will	 have	 currency	 in	 the	 tertiary	 educational	 space	 or	 the	 job	market.	
Naturally,	the	less	‘prescriptive’	the	curriculum,	the	higher	would	be	the	rate	of	success	of	such	
an	 amalgamation,	 which	 explains	 why	 the	 aforementioned	 successful	 examples	 of	 Arabic-
English	 bilingual	 schools	 in	 Kuwait,	 Jordan	 and	Bahrain	 are	 all	 based	 on	 either	 the	American	
(US)	or	IB	models.	This	is	because	the	US	and	IB	programmes	serve	largely	as	frameworks	with	
prescribed	 attainment	 targets	 for	 pedagogical	 and	 life	 skills,	whereas	 the	NCE	 is	much	more	
prescriptive	about	content	coverage.	
A	final	point,	before	progressing	to	a	discussion	of	the	development	and	implementation	of	the	
model,	 concerns	 the	 responses	 by	 the	 phase	 2	 research	 participants	 to	 two	 statements	
appearing	 in	section	4	of	the	 ‘Final	Survey’:	42	(“The	bilingual	model	should	be	 limited	to	the	
primary	and	middle	years,	and	should	be	discontinued	in	secondary	school”)	and	43	(“Younger	
students	are	more	capable	of	processing	and	absorbing	information,	and	are	able	to	easily	flip	
between	 languages”).	 50%	 of	 respondents	 disagreed	 with	 the	 former	 statement,	 while	 only	
26%	agreed	with	it.	In	contrast,	60%	of	respondents	supported	the	latter	statement,	while	only	
15%	rejected	it.	This	leads	to	the	conclusion	that	amongst	the	research	participants	there	is	a	
belief	 that	 younger	 students	 are	 more	 amenable	 to	 absorbing	 and	 processing	 multiple	




to	 address	 the	 component	 of	 the	main	 research	 question	 that	 relates	 to	 the	 type	 of	 Arabic-
English	bilingual	model	 that	 can	meet	 the	desires	of	Emirati	 families.	This	 section	 tackles	 the	







the	 way	 of	 an	 Arabic-English	 bilingual	 model	 in	 Dubai.	 These	 are:	 39,	 52,	 53	 and	 54	 (the	
statements	are	listed	in	Appendix	3).	Although	the	approval	percentages	for	these	statements	
are	 not	 very	 high,	 hovering	 between	 51%	 and	 a	 maximum	 of	 60%,	 it	 is	 still	 reasonable	 to	
deduce	that	among	the	 list	of	priorities	 for	any	school	operator	when	planning	for	an	Arabic-
English	bilingual	programme	are:		




The	 positive	 response	 (67%	 approval	 rate)	 that	 the	 226	 participants	 in	 phase	 2	 had	 to	
statement	51	provides	food	for	thought	on	what	would	be	the	most	effective	means	by	which	
the	authorities	 in	Dubai	 responsible	 for	 the	education	 sector	 could	 support	 the	development	
and	 subsequent	 growth	of	 this	 educational	model	within	 the	K-12	private	 sector.	 Should	 the	








answer	 to	 a	 higher	 calling	 than	 economic	 profit,	 but	 in	 Dubai,	 the	 formula	 is	 different,	 as	
evidenced	by	 the	 fact	 that	 vast	majority	of	 its	 education	 services	 in	 the	K-12	 sector	 is	 in	 the	
hands	 of	 private	 owners	 and	 institutions	 (please	 refer	 to	 section	 2.3	 for	 further	 details).	
Therefore,	it	would	be	naïve	to	imagine	that	the	solution	to	realizing	the	bilingual	model	should	




to	 find	 its	way	 into	Dubai’s	government	schools	 then	so	be	 it.	Dubai	certainly	has	 the	means	
and	 opportunity	 to	 do	 so	 within	 its	 state-owned	 and	 operated	 schools.	 The	 purpose	 of	 this	
enquiry	is	to	examine	the	means	by	which	Arabic-English	bilingual	education	can	find	its	niche	
within	 the	 private	 education	 sector,	 and	 direct	 investment	 by	 the	 government	 is	 an	 unlikely	
way	 for	 this	 to	 happen.	 Hence	 there	 is	 a	 need	 to	 consider	 agencies	 through	 which	 the	
regulatory	powers	within	Dubai,	backed	by	the	financial	and	policy	might	of	 the	government,	
can,	indirectly,	support	the	proliferation	of	Arabic-English	bilingual	education.		
In	 my	 opinion,	 Dubai	 has	 a	 great	 opportunity	 to	 bring	 this	 seemingly	 desirable	 educational	
model	 into	 fruition,	 while	 solving	 a	 number	 of	 its	 present	 day	 socioeconomic	 problems,	
including	 lack	 of	 motivation	 among	many	 Emirati	 students,	 particularly	 males,	 and	 the	 high	
incidence	of	youth	unemployment	(Ridge,	2014).	
Unemployment	 rates	 among	 UAE	 nationals	 have	 been	 as	 high	 in	 recent	 years	 as	 20.8%	 (Al	
Makahleh,	Badih	&	Sabry,	2012;	Sabry	&	Zaman,	2013).	Emiratis	 tend	 to	 favour	public	 sector	
employment	over	the	private	sector,	where	salaries	and	benefits	can	be	anything	from	one-half	
to	 one-third	 those	 of	 the	 former	 (Hertog,	 2012).	 According	 to	 Issa	 (2013),	 UAE	 nationals	
accounted	 for	 less	 than	 1%	of	 the	 private	 sector	workforce	 in	 2012.	 The	UAE	 government	 is	
acutely	 aware	 of	 the	 dangers	 of	 high	 youth	 unemployment,	 not	 only	 because	 it	 leads	 to	
economic	 dependency	 and	decreased	 consumption	 (Braxton,	 2011),	 but	 also	 in	 terms	 of	 the	
inherent	dangers	of	 social	 unrest	 (Ridge,	2014).	 To	address	 this	 issue,	 various	nationalization	
initiatives	 have	 been	 launched,	 targeting	 sectors	 such	 banking	 and	 certain	 trans-sectoral	
departments	such	as	human	resources	(Randeree,	2012).		
Within	 education,	 while	 Emirati	 female	 teachers	 have	 majority	 representation	 in	 the	 state-
school	 sector,	 very	 few	 choose	 to	 practise	 their	 profession	 within	 the	 private	 sector.	 The	
situation	 is	even	more	extreme	 in	 the	case	of	male	Emirati	 teachers,	who	 in	 the	 state	 sector	
account	for	roughly	20%	of	the	workforce,	the	majority	of	whom	are	in	administration	(Ridge,	











eventually	 staff	 those	 schools.	 During	 their	 training,	 the	 apprentice	 teachers	 could	 undergo	




complete	 their	 training	 and	 apprenticeship,	 the	 government	 could	 partially	 support	 them	
financially	as	they	seek	employment	at	private	sector	pay	scales.	At	the	same	time,	some	of	the	
funds	 currently	 used	 to	 pay	 for	 initiatives	 such	 as	 the	Mohammed	 bin	 Rashid	 Distinguished	
Students	Programme,	mentioned	in	the	‘Context’	chapter,	could	be	channeled	towards	offering	
scholarships	to	Emirati	students	who	choose	to	enroll	 in	one	or	another	of	this	new	breed	of	
bilingual	 private	 school.	 For	 investors,	 this	 form	 of	 government	 support	 helps	 in	 two	 ways:	
access	 to	 local	 and	 affordable	 bilingual	 teachers,	 and	 a	 guaranteed	minimum	 student	 intake	
through	the	scholarship	programme.	Such	a	combination	of	incentives	should	prove	attractive	
to	many	entrepreneurs	seeking	to	enter	the	market	as	well	as	existing	school	owners.	An	added	
benefit	 to	such	a	scheme	 is	 the	exposure	of	young	Emirati	students	to	teachers	who	are	also	
Emirati,	a	point	raised	by	Ridge	(2014)	in	her	discourse	on	why	young	Emirati	school	boys	are	







played	 by	 language	 policy,	 as	 a	means	 of	 offering	 some	 form	of	 framework	 or	 context	 from	
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which	Dubai’s	 bilingual	 aspirations	may	 benefit,	 before	 proceeding	with	 sketching	 a	 possible	
scenario	for	Dubai	going	forward.	
During	 the	 150	 years	 in	 which	 Hong	 Kong	 was	 a	 British	 colony,	 the	 affluent	 and	 influential	
segment	of	Hong	Kong	society	viewed	English	as	the	language	of	prestige,	and	encouraged	its	
use	in	educating	the	elite	of	society	(Martin-Jones	&	Saxena;	1996).	Pennycook	(2002),	in	fact,	
characterises	 this	 phenomenon	 as	 language	 being	 used	 as	 an	 instrument	 to	 subjugate	 the	
people	 of	 Hong	 Kong,	 in	 sympathy	with	 Bourdieu’s	 view	 of	 language	 as	 a	 symbolic	 resource	
that	 can	be	assigned	social	 value	 (1991).	When	sovereignty	of	Hong	Kong	passed	 to	China	 in	
1997,	 the	 new	 central	 government	 introduced	 a	 language	 education	 policy	 based	 on	 the	
principle	of	home	language	(namely	Cantonese)	plus	two	modern	languages	(Tsui,	2007).	At	the	
primary	level,	learners	study	mainly	in	Cantonese,	with	English	and	Mandarin	taught	as	foreign	
languages.	 In	 secondary	 schooling	 a	 dual-system	 exists,	 Chinese-medium	 schools,	 accounting	
for	about	80%	of	the	provision,	and	English-medium	schools,	representing	the	remaining	20%	
(Garcia,	 2009).	 English-medium	 schools	 are	 only	 allowed	 to	 exist	 if	 they	 can	 prove	 to	 the	
satisfaction	 of	 the	 educational	 authorities	 that	 they	 are	 able	 to	 recruit	 suitably	 qualified	
teachers,	and,	accordingly,	to	use	the	medium	effectively	(Mejia,	2002).	Only	the	most	capable	
students	are	permitted	enrolment	 in	English-medium	secondary	 schools.	Characterizing	Hong	
Kong’s	 educational	 system	as	 being	 ‘ideologically	 bilingual’	 (or	 trilingual	 for	 that	matter	with	
the	triumvirate	of	Cantonese,	Mandarin	and	English)	is	problematic	to	say	the	least,	especially	
in	 light	 of	 the	 official	 policy	 of	 the	 government	 of	 promoting	 Chinese	 language	 medium	
instruction	 as	 a	 matter	 of	 priority	 (So,	 2002).	 A	 more	 appropriate	 label	 would	 be	 either	
transitional	 or	 mainstream	 with	 foreign	 language	 teaching	 according	 to	 Baker’s	 typology	
(2011).	As	a	result	of	this	policy	the	level	of	proficiency	in	English	and	Mandarin	in	the	primary	
years	 falls	 well	 short	 of	 expectations,	 and	 the	 reality	 of	 what	 happens	 in	 secondary	 schools	
(Mandarin-medium	 and	 English-medium	 alike)	 is	 a	 proliferation	 of	 code-switching	 between	
Cantonese	and	the	official/target	language	of	instruction	(Tsui,	2004).	
Singapore	 has	 long	 been	 held	 as	 a	 leading	 example	 of	 state-sponsored	 universal	 bilingual	
education,	 and	 is	 singled	 out	 by	 Baker	 (2011)	 as	 one	 of	 those	 states	 where	 mainstream	
bilingual	programmes,	or	bilingual	education	 in	majority	 languages,	 is	a	natural	fit,	given	that	
Singaporean	 society	 is	 already	 bilingual,	 or	 multilingual.	 The	 reality	 of	 Singapore’s	 language	
policy	is	in	fact	much	more	complex.	When	Singapore	became	an	independent	state	in	1959,	it	
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adopted	a	 language	policy	based	on	 four	official	 languages,	 reflecting	 its	ethnic	 composition:	
English,	Mandarin	Chinese,	Malay	and	Tamil	(Dixon,	2003).	The	policy	did	not,	however,	place	
the	so-called	‘ethnic	home	languages’	of	Mandarin,	Malay	and	Tamil	on	an	equal	footing	with	
English.	 Only	 English	was	 and	 is	 still	 used	 as	 the	medium	 of	 instruction	 in	 schools,	 although	
every	 student	 is	 required	 to	 develop	 his/her	 language	 and	 literacy	 skills	 in	 his/her	 home	
language	 (Garcia,	 2009).	 Mandarin,	 Malay	 and	 Tamil	 are	 taught	 as	 subjects	 within	 English-
medium	schooling.	English	is	“promoted	as	the	‘working-language’	of	Singapore	for	inter-ethnic	
communication”	 (Dixon,	 2003;	 pp.3,	 quotation	marks	 in	 the	 original);	 it	 is	 also	 “seen	 as	 the	
language	 of	 science,	 mathematics	 and	 technology,	 while	 the	 three	 home	 languages	 were	
designated	the	transmitters	of	cultural	values	and	norms”	(Dixon,	2003;	pp.8).		
Hong	 Kong	 and	 Singapore’s	 language	 policies,	 as	 well	 as	 Abu	 Dhabi’s	 experimentation	 with	
side-by-side	partial	 immersion	in	English	(Gallagher,	2011),	provide	ample	food	for	thought	as	
Dubai	contemplates	its	options	of	how	best	to	introduce	bilingual	education	into	its	private	K-
12	education	 sector.	 To	date,	 the	educational	 authorities	 in	Dubai	 have	held	on	 to	 the	 long-
established	language	policy	of	requiring	all	private	schools	to	teach	Arabic,	an	average	of	four	
to	six	periods	per	week,	as	a	subject	at	two	levels:	one	aimed	at	native	speakers,	referred	to	as	
‘Arabic	A’,	 and	 the	other	 aimed	at	non-Arabs,	 referred	 to	 as	 ‘Arabic	B’,	 in	 addition	 to	Arabic	
Social	Studies,	one	period	a	week,	and	Islamic	Studies,	two	or	three	periods	per	week	(please	
refer	to	the	 ‘Context’	chapter	 for	 further	details).	Provided	they	adhere	to	this	policy,	private	
schools	in	Dubai	are	free	to	select	their	language	of	instruction	(most	of	them	choose	English),	
and	their	curriculum.	As	a	result	of	this	policy,	Arabic	proficiency	among	Emirati	students	has	
consistently	disappointed,	as	acknowledged	 in	 the	KHDA’s	 (2015b)	 report	 reflecting	on	seven	
years	 of	 school	 inspections	 entitled	 Inspecting	 for	 School	 Improvement:	 A	 Collaborative	
Journey,	 2008-2015	 Key	 Findings.	 As	 mentioned	 in	 section	 2.4,	 the	 report	 champions	 the	







At	 face	value,	 the	 resemblances	between	Singapore	and	Dubai	are	quite	 striking.	Both	states	
have	diverse	populations,	although	in	the	case	of	Dubai	diversity	stems	from	its	multinational,	
transient	 expatriate	 population,	 whereas	 in	 Singapore	 diversity	 extends	 to	 include	 the	
indigenous	population.	By	virtue	of	this	diversity,	and	their	respective	roles	as	commercial	hubs	
for	their	regions	in	terms	of	trade	in	goods	and	services,	and	as	a	pragmatic	solution	for	inter-
ethnic	 communication,	 both	 states	 have	 adopted	 English	 as	 their	 lingua	 franca.	 Moreover,	
English-medium	 instruction	 is	 the	 dominant	 feature	 of	 the	 respective	 educational	 systems	 in	
both	Dubai	and	Singapore:	in	the	case	of	Dubai,	this	phenomenon	is	a	result	of	organic	market-
driven	 growth	within	 its	 prevalent	 private	 sector,	 while	 in	 Singapore	 it	 is	 a	 result	 of	 central	
planning	 for	 the	 dominant	 state	 schooling	 sector.	 However,	 when	 it	 comes	 to	 language	







chance	 to	 be	 realized,	 the	 Abu	 Dhabi	 experiment	 with	 its	 reliance	 on	 universality	 can	 be	
discounted	as	an	option	 for	Dubai.	Theoretically,	Dubai	can	revise	 its	existing	 language	policy	
described	 earlier	 in	 this	 subsection,	 to	 extend	 the	 reach	 of	 the	 Arabic	 language	 to	 more	
subjects	 in	 the	 curriculum	 and	 to	 receive	 more	 classroom	 time;	 and	 the	 KHDA	 can	 use	 its	
regulatory	 authority	 to	 enforce	 such	 a	 policy.	 In	 reality,	 though,	 given	 the	 KHDA’s	 history	 of	





favourable	 regulatory	 frameworks,	 investment	 in	 the	 initial	 training	 and	 retraining	of	 Emirati	
teachers,	and	subsidizing	Emirati	families	wishing	to	enrol	their	children	in	such	schools,	Dubai	
will	be	helping	to	create	a	new	subcategory	of	private	schools,	not	unlike	Hong	Kong’s	English-
medium	 schools.	 Although	Hong	Kong	has	 chosen	 the	 route	 of	 academic	 elitism	 to	 populate	
this	segment	of	its	educational	system,	Dubai	may	adopt	a	more	egalitarian	approach,	based	on	
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the	 desire	 of	 parents	 of	 these	 children	 to	 avail	 of	 the	 best	 of	 both	 worlds:	 world-class	
international	 schooling	 that	 is	 strongly	 rooted	 in	 Emirati	 culture.	 The	 incentives	 offered	 to	
owners	and	operators	of	these	schools,	can	and	should,	as	in	the	case	of	Hong	Kong,	be	based	





upon	which	 the	enquiry	was	built:	 (1)	 the	existence	of	 linguistic	dualism	between	Arabic	and	
English	 in	 the	 lives	 of	 Dubai’s	 Emirati	 population,	 resulting	 in	 a	 language	 shift,	 particularly	
among	 the	younger	generation	of	Emiratis,	 (2)	 the	dilemma	confronting	Emirati	parents	over	
choice	of	schooling	for	their	children,	and	(3)	the	potential	positive	role	that	the	introduction	of	
an	 Arabic-English	 bilingual	 model	 into	 Dubai’s	 K-12	 private	 education	 sector	 may	 have	 in	
addressing	 these	 issues.	 The	 evidence	 also	 points	 to	 four	 core	 principles	 that	 define	Dubai’s	
bilingual	model:	(1)	explicit	mention	of	bilingualism	as	a	stated	goal;	(2)	the	use	of	Arabic	and	
English	as	mediums	of	 instruction,	with	 subjects	divided	more	or	 less	equally	between	 them;	
(3)	 the	 deployment	 of	 Arabic	 and	 English	 teachers	 in	 equal	 measure,	 or,	 alternatively,	 the	
utilization	of	bilingual	teachers;	and	(4)	the	promotion	and	use	of	Arabic	in	everyday	tasks,	both	
at	 home	 and	 in	 school.	 Contextual	 factors,	 supported	 by	 findings	 from	 the	 investigation,	
suggest	 that	 one-size-fits-all	may	 not	 be	 the	most	 desirable	 approach	when	 it	 comes	 to	 the	
type	 of	 bilingual	 model	 suited	 to	 the	 needs	 of	 Dubai’s	 Emirati	 population.	 Provided	 that	 it	
upholds	 the	 aforementioned	 four	 core	 principles,	 the	 model	 could	 assume	 any	 of	 Baker’s	
(2011)	 four	 strong	 forms	 for	 the	 promotion	 of	 bilingualism	 and	 biliteracy:	 immersion	 (in	 the	




schools)	 can	 support	 the	model,	 including	 investment	 in	 the	 initial	 training	 and	 retraining	 of	
Emirati	teachers	with	the	end	goal	that	these	teachers	would	populate	Dubai’s	Arabic-English	




This	 investigation	 sought	 to	 answer	 the	 question:	 what	 type	 of	 Arabic-English	 bilingual	
educational	 model	 could	 be	 developed	 and	 implemented	 in	 Dubai’s	 private	 K-12	 sector.	 The	
enquiry,	 split	 over	 two	 sequential	 phases,	 one	 qualitative,	 the	 other	 quantitative,	 focused	
exclusively	 on	 the	 Emirati	 student	perspective.	 Based	on	 the	evidence	detailed	 in	 chapters	 5	
and	6,	and	the	key	findings	inferred	from	them	presented	in	the	‘Discussion’	chapter,	 I	would	
argue	 that,	 within	 the	 limitations	 set	 by	 the	 choice	 of	 participants,	 the	 question	 has	 been	
answered.		
This	study	makes	no	assertion	that	bilingual	education	alone	can	resolve	the	dilemma	faced	by	
Emirati	 parents,	who	 see	 the	 value	 of	 a	modern/global	 education	 as	 a	 springboard	 for	 their	





Beyond	the	narrow	remit	of	answering	the	questions	 it	 raises,	however,	 the	enquiry	seeks	to	
inform	existing	literature	on	three	rich	and	ever	expanding	areas	of	social	science	research:	(1)	
defining	 bilingual	 education,	 (2)	 the	 different	 forms	 and	 types	 that	 bilingual	 education	 can	
assume,	 and	 (3)	 the	 means	 through	 which	 bilingual	 programmes	 can	 be	 developed	 and	
implemented,	particularly	within	the	context	of	capitalist	developmental	states.		
One	 of	 the	 significant	 results	 from	 the	 present	 study	 is	 the	 manner	 in	 which	 the	 data	
seamlessly	 coalesced	 to	 produce	 a	 consensual	 (consensual	 from	 the	 perspective	 of	 the	 12	
Emirati	students	in	phase	1	who	were	responsible	for	the	‘raw’	data,	and	the	226	respondents	
to	 the	 ‘processed’	 data	 in	 phase	 2)	 definition	 of	 bilingual	 education	 that	 matches	 theory.	 I	
consider	this	outcome	to	be	noteworthy	because	the	people	who	are	responsible	for	 it	were,	
more	likely	than	not,	ignorant	of	the	nuances	in	the	literature	concerning	the	definition	of	the	
term.	 One	 way	 of	 looking	 at	 this	 facet	 of	 the	 enquiry	 is	 to	 consider	 the	 exercise	 as	 a	




attested	 by	 the	 findings	 from	 the	 enquiry,	 simply	 because	 these	were	 elements	 drawn	 from	
their	 everyday	 experiences.	 The	 first	 is	 an	 acceptance	 that	 their	 Arabic	 proficiency	 was	 in	
jeopardy.	 Naturally,	 the	 respondents	 linked	 this	 threat	 with	 the	 language	 policies	 of	 the	
English-medium	schools	that	they	attend.	The	second	is	their	understanding	of	how	the	other	
has	 faired	 –	 the	 other	 being	 the	 Emirati	 student	 attending	 a	 public	 school,	 who	 may	 be	 a	
sibling,	a	cousin	or	a	friend.	The	other’s	command	of	Arabic	is	clearly	perceived	by	the	study’s	
respondents	 to	 be	 superior	 to	 their	 own,	 but	 at	 the	 cost	 of	 a	 relatively	 weaker	 mastery	 of	
English.	It	comes	as	no	surprise,	therefore,	that	the	respondents	would	instinctively	look	for	a	
solution	 that	 straddles	 the	middle	 ground	 between	 the	 linguistic	 policies	 of	 those	 two	 polar	
opposite	 models	 within	 Dubai’s	 education	 system,	 one	 where	 both	 languages	 are	 used	 as	




however,	 is	 a	methodological	 framework	 in	which	 this	 thesis	 can	be	put	 to	 the	 test	 across	 a	
variety	of	stakeholder	and	geographical	contexts.			
The	 varied	 typology	 for	 Dubai’s	 Arabic-English	 bilingual	 programme	 emerging	 from	 this	
investigation	as	detailed	in	section	7.2.3	is	testimony	to	Mackey’s	(1972)	thesis	that	the	type	of	
bilingual	model	 that	may	suit	one	segment	of	a	community	may	not	necessarily	suit	another;	
this	 is	 where	 factors	 such	 as	 context	 and	 desired	 outcomes	 come	 into	 the	 picture.	 It	 also	
imposes	 broader	 definitions	 for	 some	 of	 Baker’s	 (2011)	 typologies.	 For	 instance,	 immersion	
within	Baker’s	 typology	usually	means	 immersion	 in	 the	 ‘second	 language’	 that	 the	 learner	 is	
hoping	to	acquire.	In	the	case	of	Dubai,	as	I	have	argued,	the	pressing	demand	is	for	immersion	
in	 the	 Emirati	 learner’s	 ‘first	 language’,	 Arabic.	 The	 findings	 from	 the	 enquiry	 also	 introduce	
Arabic	 diglossia	 into	 the	 frame,	 adding	 a	 further	 layer	 of	 complexity	 into	 the	 typology	
discourse,	one	that	is	largely	ignored	by	Baker.	The	presence	of	Arabic	diglossia	means	that	the	
arena	of	linguistic	contestation	for	Emiratis	actually	involves	three	languages,	as	classical	Arabic	
can	 be	 argued	 to	 be	 sufficiently	 distinct	 from	 the	 Emirati	 spoken	 Arabic	 to	warrant	 the	 two	
being	considered	separate	languages	(Al-Khatib,	2006).	Thus	far,	formal	schooling	in	Dubai	has	
largely	kept	the	Emirati	dialect	out	of	the	classroom,	and	in	so	doing,	according	to	at	least	one	
of	 the	phase	1	participants,	has	contributed	 to	 its	demise,	 “ultimately	 failing	 to	save	another	
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dying	branch	of	the	language”	(Participant	Essay,	A-8),	according	to	her.	Perhaps	new	variants	
of	 the	types	of	Arabic-English	bilingual	programmes	 listed	 in	 the	 ‘Discussion’	chapter	 (section	
7.2.3)	 should	 be	 considered,	 ones	 where	 the	 Emirati	 dialect	 would	 be	 kept	 alive	 through	
exposing	 students	 to	 media	 productions	 in	 the	 Emirati	 dialect,	 organised	 interactions	 with	







people	 they	 are	 investigating,	 and	 find	 ways	 in	 which	 the	 type	 of	 bilingual	 model	 being	
considered	for	them	can	take	its	effects	into	consideration.		
In	presenting	some	of	 the	solutions	 that	might	help	 in	 the	 implementation	of	Dubai’s	Arabic-
English	bilingual	model,	the	‘Discussion’	chapter	drew	on	the	principle	of	embedded	autonomy	
(Evans,	 1989),	 championed	 by	 Dubai’s	 interventionist	 style	 of	 government.	 Dubai’s	 take	 on	





to	which	 the	 government	would	 be	wiling	 to	 support	 it	 and	 thereby	 lay	 the	 groundwork	 for	
private	enterprise	to	bring	it	to	fruition.	Researchers	working	in	countries	that	follow	a	similar	
philosophy	 of	 governance	 (referred	 to	 by	 Lauridson	 (1995)	 as	 the	 capitalist	 developmental	
state	 paradigm)	 and	 seeking	 to	 explore	 public	 sentiment	 in	 relation	 to	 a	 particular	 social	
problem	 or	 social	 aspiration	 may	 benefit	 from	 the	 approach	 demonstrated	 by	 the	 present	
study.	
Finally,	 and	 as	 stated	 previously	 in	 section	 4.5	 (‘Validity’),	 this	 study	 lays	 no	 claim	 to	
generalizing	 its	 conclusions	 to	 the	 wider	 population	 of	 Emiratis	 living	 in	 Dubai,	 nor	 does	 it	
endeavour	 for	 its	 conclusions	 to	 be	 extrapolated	 to	 other	 comparable	 settings.	 The	
methodology	 adopted	by	 the	 enquiry	 does,	 however,	 offer	 the	potential	 of	 transferability	 to	
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research	 that	 has	 dual	 aspects:	 emic,	 where	 the	 investigation	 focuses	 on	 the	 discovery	 of	
meanings	 ascribed	 by	 the	 research	 participants;	 and	 etic,	 where	 the	 interpretation	 and	
presentation	 of	 data	 is	 done	 with	 the	 intention	 of	 garnering	 broader	 meaning	 for	 a	 wider	
audience	(Gough	&	Scott,	2000).	The	study	hopes	to	advance	these	methodological	approaches	






strong	 forms.	 In	 the	 extended	 typology	 proposed	 by	 the	 enquiry,	 factors	 such	 as	




into	 the	 lives	of	 young	Emirati	 students	 in	private	education,	 revealing	 some	 insights	
into	 how	 they	 choose	 to	 make	 sense	 of	 the	 linguistic	 dualism	 in	 which	 they	 are	
immersed,	 both	 within	 and	 without	 the	 confines	 of	 their	 formal	 schooling.	 It	 also	
offered	 us	 intuition	 into	 how	 these	 young	 learners	 view	 bilingual	 education	 as	 a	
‘concept’	to	be	defined	within	their	own	specific	contexts	and	as	a	 ‘practical	solution’	





approach	 and	 data	 coding	 through	 the	 use	 of	 ‘loose	 networks’	 to	 extract	 certain	
tensions	 from	 the	 thematic	 analysis	 of	 qualitative	 data	 is	 not,	 in	 and	 of	 itself,	 an	
innovation	that	the	enquiry	can	claim,	having	been	first	introduced	by	Gough	and	Scott	
(2000).	 However,	 I	 have	 reasoned	 that	 the	 application	 of	 these	 powerful	
methodological	 approaches	 to	 the	 themes	 raised	 by	 the	 enquiry	 does	 constitute	 an	
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shall	 form	 the	 foundations	 upon	 which	 I,	 and	 other	 like-minded	 researchers	 and	 education	
practitioners	(whether	they	be	Dubai-based	or	not),	could	build	a	case	for	the	introduction	of	
such	 an	 educational	 model	 into	 Dubai’s	 K-12	 private	 education	 sector.	 I	 certainly	 intend	 to	
leverage	 my	 position	 as	 shareholder	 and	 Board	 Director	 at	 Taaleem,	 Dubai’s	 second-largest	
private	education	provider,	 to	raise	awareness	of	 the	 issues	raised	by	the	enquiry	among	the	
policy	makers	at	KHDA	and	the	association	of	school	owners	and	operators,	and	to	put	forward	
to	these	groups	some	of	the	solutions	suggested	in	this	thesis.	I	do	this	for	two	reasons	which	









Upon	 reflection,	 two	 aspects	 of	 the	 methodology	 adopted	 by	 the	 investigation	 are	 worth	
mentioning.	 The	 first	 relates	 to	 the	decision	 I	made	 favouring	 the	use	of	 student	essays	as	a	
methodological	tool	over	conducting	interviews	with	the	student	participants	during	phase	1	of	
the	investigation.	In	section	4.3	I	listed	my	rationale	for	doing	so,	offering	two	arguments:	(1)	a	
desire	 to	 minimize	 ‘investigation	 effects’	 (Tashakkori	 &	 Teddlie,	 2009),	 and	 (2)	 allowing	 the	
students	time	to	collect	their	thoughts	on	the	topics	under	discussion	as	they	composed	their	
arguments.	 Of	 course,	 essays	 have	 the	 disadvantage	 over	 interviews	 of	 precluding	 the	
investigator	 from	 seeking	 certain	 clarifications	 or	 probing	 deeper	 into	 a	 particular	 area	 that	





arguments	put	 forward	by	 the	 students	 so	 that	 the	 facets	of	 the	enquiry	 such	as	 the	Emirati	
parent’s	 dilemma	 in	 choosing	 the	 right	 school,	 the	 economies	 involved	 in	 implementing	 a	
bilingual	 model	 and	 barriers	 to	 its	 entry,	 among	 others,	 would	 not	 be	 ignored.	 To	 a	 large	
extent,	and	based	on	a	comparison	between	the	breadth	of	the	arguments	put	forward	during	
the	 current	 enquiry	 and	 those	 collected	 during	 the	 2016	 pilot	 study,	 in	 which	 no	 guiding	
questions	were	used	(Azzam,	2016),	the	tool	proved	to	be	effective.	Although	a	similar	set	of	
themes	emerged	 from	analysis	of	 the	 five	essays	collected	during	 the	pilot	study,	 there	were	
areas	of	 interest	 to	 the	 investigation	 that	were	not	 fully	 developed,	 such	 as	 parent	 dilemma	
concerning	 school	 choice,	 the	 different	 typologies	 that	 the	 Arabic-English	 model	 can	 take,	
details	of	the	obstacles	standing	in	the	way	of	the	model	being	realized	and	the	tools	available	
to	policy	makers	in	championing	it.		
This	 enquiry,	 albeit	 concluded,	 gives	 rise	 to	many	more	 questions,	which	 I	 hope	will	 lead	 to	
further	 areas	 of	 investigation.	 Among	 the	 questions	 that	 I	 believe	 warrant	 future	 research,	
some	of	which	are	inspired	by	those	posed	by	Gallagher	(2011),	as	detailed	in	section	3.5,	are:	
(1) Is	 a	 shared	 definition	 of	 bilingual	 education	 possible	 among	 the	 various	 stakeholders	
within	Dubai’s	K-12	private	sector?		
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(5) How	 will	 the	 bilingual	 programme	 affect	 attainment	 in	 other	 subjects,	 specifically	
mathematics	and	science?		








the	 current	 enquiry,	 but	 where	 the	 original	 narrative	 data	 is	 collected	 from	 parents,	 not	
students.	 Such	 an	 investigation	 would	 carry	 the	 same	 dual	 characteristics	 of	 the	 current	
enquiry,	being	both	exploratory	and	confirmatory.	The	 researcher	 in	 this	 case	would	have	 to	
address	 the	 added	 complication	 that	 a	 subset	 of	 the	 research	 participants	 would	 either	 be	









(2006;	 pp.	 74)	 who	 contend	 that:	 “when	 it	 is	 assumed	 that	 the	 child’s	 native	 language	 will	
remain	 the	 primary	 language,	 it	may	 be	more	 effective	 to	 begin	 second	 language	 or	 foreign	
language	teaching	 later”.	An	exploratory	study,	employing	a	 largely	qualitative	strategy	based	
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of	 stakeholders	 as	 to	what	 constitutes	 ‘satisfactory	progress’	 and	either	devise	or	borrow	an	
existing	tool	to	measure	 it.	The	rubric	currently	 in	use	by	the	Dubai	School	 Inspection	Bureau	
(DSIB)	 would	 be	 a	 pragmatic	 place	 to	 start.	 The	 investigation	 would	 take	 on	 a	 quantitative	
longitudinal	 character.	A	 sample	of	Grade	1	 Emirati	 students	would	be	 selected	 from	one	or	
several	English-medium	school/(s),	and	their	Arabic	aptitude	would	be	measured	over	a	two	to	
five	 year	 period.	 In	 parallel,	 similar	 measurements	 would	 be	 made	 to	 a	 sample	 of	 Grade	 1	
Emirati	 students	 attending	 one	 or	 several	 of	 the	 newly	 introduced	 Arabic-English	 bilingual	















such	as	 science	and	mathematics	would	be	wide	open.	For	example,	one	 type	of	 school	may	




the	 standardised	 tests	 (such	 as	 TIMSS,	 PISA	 or	 CAT),	 across	 three	 ‘control’	 types	 of	 Arabic-
English	bilingual	schools:	one	where	science	and	mathematics	are	taught	in	Arabic	all	the	way	
through	 until	 the	 ‘examination	 years’	 (an	 example	 of	 late-late	 immersion	 in	 English	 in	 those	
subjects);	 a	 second	where	 a	 transition	 from	Arabic	 instruction	 to	 English	 instruction	 in	 those	





been	conducted	to	ascertain	the	extent	 to	which	ADEC’s	original	aims	 for	 the	 introduction	of	
the	early	 immersion	bilingual	model	 into	Abu	Dhabi’s	public	K-12	sector	have	been	achieved.	
No	 public	 information	 has	 been	 made	 available,	 either	 about	 the	 scope	 or	 the	 ongoing	
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Father ○ ○ ○ ○ ○ ○
Mother ○ ○ ○ ○ ○ ○
Brothers/Sisters ○ ○ ○ ○ ○ ○
Grandparents ○ ○ ○ ○ ○ ○
Other	relatives ○ ○ ○ ○ ○ ○
Maids/Household	help ○ ○ ○ ○ ○ ○
School	friends	in	the	classroom ○ ○ ○ ○ ○ ○
School	friends	in	the	playground ○ ○ ○ ○ ○ ○
Friends	outside	school ○ ○ ○ ○ ○ ○










































Speaking	on	the	telephone ○ ○ ○ ○ ○ ○
Text	messaging ○ ○ ○ ○ ○ ○
Computer/internet ○ ○ ○ ○ ○ ○
Watching	TV/DVD ○ ○ ○ ○ ○ ○
Listening	to	radio/music ○ ○ ○ ○ ○ ○
Reading	newspapers/comics/magazines ○ ○ ○ ○ ○ ○
Reading	books ○ ○ ○ ○ ○ ○
Shopping ○ ○ ○ ○ ○ ○
Playing	sports ○ ○ ○ ○ ○ ○
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1.	 Do	 you	 think	 Emirati	 students	 who	 choose	 to	 attend	 private	 schools	 really	 want	 an	 Arabic-English	
bilingual	education?		
2.	Is	there	a	bilingual	model	that	all	Emirati	students	can	agree	on,	and	if	so,	what	would	it	look	like?	





2.	Would	 you	prefer	 to	 enrol	 your	 child	 in	 a	 school	 that	 offers	 an	Arabic-English	 bilingual	 programme	
over	an	English	medium	school,	and	if	so	what	would	that	programme	look	like?		
3.	What	would	you	be	sacrificing	in	choosing	a	bilingual	model	over	an	English	medium	model?	




2.	 What	 are	 the	 challenges	 in	 delivering	 an	 international	 curriculum,	 such	 as	 the	 International	

















My	name	 is	 Ziad	Azzam,	a	 Lebanese	national	 residing	 in	Dubai.	 I	have	a	Masters	degree	 in	 theoretical	
physics	 from	 the	 Massachusetts	 Institute	 of	 Technology	 (MIT),	 and	 I	 am	 currently	 a	 candidate	 for	 a	
Doctorate	in	Education	(EdD)	from	the	University	of	Bath	in	the	United	Kingdom.	My	area	of	interest	is	
bilingual	education.		
As	 part	 of	my	degree	qualification,	 I	 have	designed	 an	 exploratory	 study	 that	 investigates	 the	 type	of	
Arabic-English	 bilingual	 educational	 model	 that	 would	 suit	 the	 needs	 of	 Emirati	 families	 and	 the	
circumstances	by	which	 it	 could	 take	 root.	 I	 have	written	 to	 Principal	 [	 -	 ]	 requesting	 that	 [	 -	 ]	 should	
serve	as	one	of	the	settings	for	my	study,	and	he/she	has	generously	consented.		
I	hope	the	findings	of	my	study	will	prove	useful	to	your	child’s	school,	by	offering	members	of	the	[	-	]	
community	 a	 voice	 in	 constructing,	 albeit	 theoretically	 at	 this	 early	 stage,	 a	 framework	 upon	which	 a	
possible	Arabic-English	bilingual	model	may	emerge	that	will	suit	Dubai’s	ethnically	diverse	population.	
From	 a	 broader	 perspective,	 the	 outcomes	 of	 the	 study	 will	 have	 the	 potential	 to	 expand	 our	
understanding	 of	 dual-language	 bilingual	 educational	 models	 and	 language	 awareness	 for	 children	 in	
similar	settings.	I	intend	to	use	the	current	investigation	as	a	trial	for	my	EdD	thesis.	Finally,	I	hope	that	




the	 start	 of	 this	 session	 all	 participants	 will	 be	 asked	 to	 complete	 a	 survey	 which	 aims	 to	map	 their	











used	 in	 any	 publication	 or	 documentation	 arising	 from	 this	 study.	 The	 essays	 collected	 from	 the	
participants	will	be	stored	in	a	locked	filing	cabinet	in	my	office,	which	only	I	can	access.	These	essays	will	
form	part	of	my	report	and	therefore	will	be	accessible	 to	my	tutor,	a	second	examiner	 (who	 is	also	a	
member	of	the	faculty	at	the	University	of	Bath)	and	the	department	administrator.	No	other	individual	
will	have	access	 to	 the	 report.	 Just	 to	 re-assure	you,	 the	questionnaires	completed	by	 the	participants	
and	the	essays	collected	from	them	will	contain	no	names,	nor	any	other	information	that	may	identify	
the	individuals.	




I	 _____________________	 parent/legal	 guardian	 of	 _____________________	 affirm	 that	 I	 have	 read	




Appendix	 6:	 Profiling	 Al	 Mizhar	 American	 Academy	 School,	 Dubai	
International	Private	School	and	Jumeira	Baccalaureate	School	
Al	Mizhar	American	Academy	School	(AAM)	
AAM	was	established	 in	2005	as	 an	all-girls	 school	with	 the	aim	of	providing	a	nurturing	and	 rigorous	
education	 for	 girls	 aged	3	 to	18	 years	 (AAM,	2017).	 The	 school	 literature	 stresses	 three	areas:	 (1)	 the	
value	of	following	the	US	common	core	curriculum	(“AAM	offers	students	the	same	elite	education	that	
is	 offered	 at	 top	 American	 private	 schools	 and	 prepares	 its	 students	 for	 a	 multitude	 of	 universities	
worldwide”),	 (2)	 the	 advantages	 of	 an	 all-girls	 environment	 (“Girls’	 schools	 teach	 girls	 that	 there	 is	
enormous	potential	and	power	in	being	a	girl”)	and	(3)	the	role	of	the	Arabic	language	(“We	believe	that	
development	of	the	Arabic	Language	is	crucial	for	both	cognitive	development	and	maintaining	cultural	
identity”).	 In	 2016-17	 AAM	 had	 601	 students	 on	 roll,	 and	 50	 teachers,	 the	 majority	 of	 whom	 were	
American.	The	school	charges	tuition	fees	that	start	at	41,322	UAE	dirhams	(or	equivalently	11,230	US	
dollars)	in	kindergarten,	and	end	at	64,414	UAE	dirhams	(17,500	US	dollars)	in	Grade	12.	Despite	priding	
itself	 on	 the	 personal	 development	 of	 its	 pupils,	 and	 its	 connection	 with	 Arab	 culture,	 the	 KHDA	
highlighted	 these	 two	areas	 as	 requiring	 further	development	 in	 its	 2016	 inspection	of	AAM.	 The	 two	
recommendations	were:	







DIS	 in	 Garhood	 (the	 original	 branch)	 was	 established	 in	 1985.	 The	 founders	 see	 DIS	 as	 “a	 school	 of	




employed	 141	 teachers,	 with	 the	 largest	 nationality	 group	 being	 Arab.	 DIS’s	 school	 fees	 range	 from	
13,633	UAE	dirhams	(or	3,700	US	dollars)	in	kindergarten	to	21,403	UAE	dirhams	(or	5,815	US	dollars)	in	
Grade	 12,	 representing	 roughly	 one-third	 what	 AAM	 charges.	 The	 KHDA	 classifies	 DIS	 as	 a	 dual-
curriculum	school,	offering	both	the	US	and	UAEMoE	curricula	(KHDA,	2017).	What	this	translates	to	in	
effect	 is	 that	 Grade	 10	 students	 are	 allowed	 to	 choose	 between	 continuing	 with	 world	 history,	 or,	
otherwise,	replacing	that	subject	with	UAE	social	studies.	Those	who	choose	to	do	so	forfeit	the	right	to	






7).	 However,	 this	 did	 not	 translate	 into	 high	 ratings	 in	 ‘Attainment’	 nor	 ‘Progress’	 in	 the	 subjects	 of	
Islamic	studies,	Arabic	as	a	first	language	and	Arabic	as	a	second	language,	all	of	which	varied	between	







had	 791	 students	 on	 roll.	 The	 school	 charges	 tuition	 fees	 that	 range	 from	 58,152	 UAE	 dirhams	 (or	
equivalently	15,800	US	dollars)	in	pre-kindergarten	to	87,228	UAE	dirhams	(23,700	US	dollars)	at	the	top	
end	 of	 the	 school.	 Despite	 the	 fact	 that	UAE	 nationals	 are	 the	 highest	 represented	 nationality	 at	 JBS,	





















which	 instruction	 is	 structured	 around	 the	 fostering	 of	 bilingualism,	 and	 contrastingly,	 to	 classrooms	
where	bilingual	students	are	present	but	where	bilingualism	is	not	a	defined	goal	Baker	(2011).	The	term	
can	also	be	confused	with	language	teaching	programmes.		




so	 doing,	 foster	 and	 develop	 tolerance	 towards	 linguistic	 differences,	 as	 well	 as	 appreciation	 of	
languages	and	bilingual	proficiency”	
Typology	of	bilingual	education	
Baker	 (2011)	 introduces	 10	 types	 of	 bilingual	 education,	 which	 he	 categorises	 under	 three	 forms:	
monolingual,	weak	and	strong.		
• The	 three	 types	 that	 fall	 under	 the	 monolingual	 form	 (mainstreaming	 with	 structured	 immersion,	
mainstreaming	with	withdrawal	classes,	and	segregationist)	all	adopt	a	philosophy	of	assimilation.		
• The	three	weak	types	 (transitional,	mainstream	with	 foreign	 language	teaching	and	separatist)	aim	
to	produce	relatively	monolingual	students,	with,	at	best,	limited	enrichment	of	the	minority/foreign	
language.		
• All	 four	 types	 considered	 by	 Baker	 as	 strong	 (immersion,	 maintenance,	 dual	 language	 and	
mainstream	bilingual)	aim	at	bilingualism	and	biliteracy.	Whereas	the	first	two	strong	types	exhibit	a	
hierarchical	 relationship	between	two	 languages	the	 latter	two	position	two	 languages	on	an	equal	
footing.		
Benefits	of	bilingual	education	
There	 is	 a	 huge	 body	 of	 research	 which	 points	 to	 the	 cognitive	 as	 well	 as	 the	 social	 advantages	 of	
bilingualism	(Garcia,	2009).		
• The	 cognitive	 advantages	 of	 bilingual	 education	 include	metalinguistic	 awareness	 (Leopold,	 1961;	
Ianco-Worrall,	 1972;	 Bialystok,	 1987	 &	 2004;	 Baker,	 2011),	 divergent	 thinking	 (Baker,	 1988;	
Ricciardelli,	1992),	communicative	sensitivity	(Genesee,	Tucker	and	Lambert,	1975)	and	the	ability	to	
learn	multiple	languages	(Hawkins,	1986;	Hoffman	and	Ytsma,	2004)		
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My	name	 is	 Ziad	Azzam,	a	 Lebanese	national	 residing	 in	Dubai.	 I	have	a	Masters	degree	 in	 theoretical	
physics	 from	 the	 Massachusetts	 Institute	 of	 Technology	 (MIT),	 and	 I	 am	 currently	 a	 candidate	 for	 a	
Doctorate	 in	 Education	 (EdD)	 at	 the	University	 of	 Bath	 in	 the	United	 Kingdom.	My	 area	 of	 interest	 is	
bilingual	education.	
During	 the	 period	 November	 2017	 until	 March	 2018,	 I	 conducted	 the	 data	 collection	 phase	 of	 my	
dissertation,	 entitled:	 “In	 Search	 of	 Bilingual	 Education	 in	 Dubai’s	 Private	 K-12	 Education	 Sector”.	 The	
exercise	took	place	at	the	[Jumeira	Baccalaureate	School	/	Al	Mizhar	American	Academy	School]	with	
[four	 /	 eight]	 student	 participants,	 one	 of	whom	was	 [---].	 As	 a	 participant,	 [---]	 took	 part	 in	 a	 group	














In	 this	 essay,	 the	bilingual	 deficiency	 between	 English	 and	Arabic	 present	 here	 in	 the	U.A.E.	 The	 view	
point	will	be	given	from	that	of	a	parent	on	whether	or	not	the	level	of	Arabic	taught	in	private	schools	
matches	that	of	English.	
The	 level	 of	 Arabic	 does	 not	match	 that	 of	 English,	 as	 the	majority	 of	 subjects	 in	 private	 schools	 are	
taught	in	private	schools.	Arabic	is	currently	only	being	used	as	a	teaching	language	in	Arabic	itself	and	




As	a	 local	parent	 I	would	 certainly	prefer	 to	enroll	my	 child	 in	a	 school	which	offers	 an	Arabic-English	
bilingual	programme.	As	an	Emirati	parent,	 I	would	want	my	child	 to	be	able	 to	 speak	both	 languages	
properly.	Arabic	is	our	mother	tongue	language	and	therefore	is	crucial	our	children	can	fully	speak	it.		
I	wouldn’t	 be	 sacrificing	 really	 anything	 if	 I	were	 to	 choose	 a	bilingual	model	 over	 an	 English	medium	















private	schools	were	demanded	to	give	Arabic	 language	more	importance	this	 is	 inclusive	of	upgrading	
capabilities	 of	 instructors,	 the	 approaches	 of	 true	 teaching	 and	 the	 revision	 of	 curriculum.	 	 	 The	 year	
2017	was	marked	as	 the	year	of	 launching	a	plan	 to	promote	 the	Arabic	 Language	and	executing	 it	 in	
private	schools	Sebugwaawo	(2017).	In	addition	to	this	according	to	Pennington	(2014),	the	majority	of	
the	private	schools	in	the	UAE	had	shortcomings	in	Arabic	teaching	as	most	of	the	subjects	are	taught	in	
English	 and	 as	 a	 result	 students	 in	 these	 private	 institutions	 express	 challenges	 when	 it	 comes	 to	
listening	 and	 speaking	 in	 Arabic.	 Parents	 on	 the	 other	 hand	 requested	 that	 Arabic	 language	 to	 be	
developed	in	private	schools	as	they	felt	their	language	was	somehow	being	neglected	by	these	private	
learning	institutions	(Issa,	2013).	Teachers	also	complained	that	it	is	a	challenge	to	teach	Arabic	language	
in	 private	 schools	 because	 all	 subjects	 are	 taught	 in	 English	 apart	 from	 the	 60	minutes	 in	 the	 Arabic	
lesson	and	also	parents	themselves	talk	in	English	with	their	children	(Nazzal,	2015).	
	Challenges	 in	 delivering	 an	 international	 curriculum	 such	 as	 a	 Baccalaureate	 Curriculum	 programs	
within	the	confines	of	bilingual	model			
Bilingual	model	plays	an	important	role	in	the	learning	and	teaching	process	in	learning	institutions.	The	
main	 goal	 of	 this	model	 is	 to	 assist	 learners	 broaden	 their	 critical	 reflection	which	 as	 a	 result	 enables	
them	 to	 associate	 with	 real	 life	 situations	more	 relevant.	 Implementation	 of	 international	 curriculum	

























of	 the	 schools	 also	 includes	 the	 goal	 for	 equal	 status	 of	 English	 and	 Arabic	 that	 is	 promoting	 both	





language	 resulting	 to	 complain	 by	 parents	 and	 teachers.	 	 Developing	 an	 IB	 program	 in	 England	 has	
challenges	such	as	it	does	not	have	public	recognition,	the	program	consumes	a	lot	of	time	to	embed	and	
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and	 English	 bilingual	 education.	 	 This	 is	 due	 to	 the	 fact	 that	 the	 integration	 of	 both	 languages	would	
potentially	be	difficult	to	implement.	The	significant	meaning	of	some	terms	and	sentences	in	Arabic	can	
be	 lost	 in	 translation	 to	 English	 and	 vice	 versa.	 Moreover,	 international	 curriculums,	 such	 as	 the	
International	 Baccalaureate	 Diploma	 which	 is	 the	 curriculum	 I	 personally	 partake	 in	 school,	 are	 not	
apposite	for	this	type	of	implementation.	Furthermore,	I	personally	think	that	particular	subjects,	such	as	
biology	and	other	science	disciplines,	do	not	necessarily	require	a	bilingual	system	of	teaching.	 If	done	
so,	 it	 would	 not	 be	 a	 practical	 solution	 to	 boost	 or	 improve	 the	 dearth	 of	 Arabic	 command	 in	 some	
Emirati	students,	and	it	will	only	hamper	and	complicate	the	process,	especially	given	the	rigorous	and	
heavy	 content	 in	 biology.	 Therefore,	 having	 an	 alternate	 bilingual	 system	 of	 teaching	 a	 discipline	
simultaneously	would	be	complex	to	materialize	the	potential	benefits	of	a	bilingual	education.		
I	 think	 the	 real	 issue	 lies	 in	 the	 lack	of	application	of	 the	 formal	 classic	Arabic	beyond	 the	horizons	of	
school	and	academic	life,	it	cannot	be	constrained	in	schooling	terms	only.	For	example,	I	personally	have	
a	relatively	poor	command	in	the	formal	Arabic	taught	in	school,	albeit	that	I	have	been	learning	it	since	









our	daily	 lives,	and	not	be	seen	as	a	required	course	taken	only	 in	school.	This	 is	why	 I	believe	Emirati	
students	who	attend	to	public	schools,	which	 is	predominately	Arabic,	are	relatively	more	proficient	 in	
both	 the	 formal	 and	 informal	 Arabic,	 as	 their	 environment	 allows	 them	 to	 apply	 the	 language	 more	
often.	Private	schools	with	a	cosmopolitan	student	population,	 like	the	one	I	attend	to,	 in	some	extent	
forces	 some	Emirati	 students	 to	 communicate	 in	 English	 as	 it	 is	much	 simpler	 and	a	more	 convenient	
language	to	resort	to.	








Nevertheless,	 this	 does	 not	 mean	 a	 bilingual	 model	 would	 not	 be	 effective.	 It	 depends	 how	 it	 is	
implemented.	 Yet,	 I	 personally	 think	 it	won’t	be	a	practical	 and	viable	 solution	on	a	 large	 scale,	but	 a	
successful	 one	 in	 a	 small-scale.	 	 We	 can	 potentially	 increase	 the	 intensity	 of	 the	 Arabic	 and	 Islamic	
classes	taught	in	school,	but	that	can	be	met	with	issues	such	as	students	with	poor	articulacy	unable	to	
cope.	Referring	back	 to	 the	 International	Baccalaureate	curriculum,	 the	Arabic	 standard	 level	 is	 taught	
differently	than	that	taught	in	public	schools	according	to	the	government.	It	 is	seen	generally	that	the	
local	governmental	curriculum	is	more	 intensive	and	demanding	with	more	focus	on	the	grammar	and	
root	of	 the	 language,	whereas	 the	Arabic	 standard	 level	 I	 take	 in	 school	 is	more	 focused	on	 literature	
with	 little	 emphasis	 on	 the	 grammar	 and	 essence	of	 the	 language.	 The	 various	ways	 of	 how	Arabic	 is	
taught	in	schools	can	be	modified	and	adjusted,	with	a	potential	integration	to	incorporate	the	strengths	










Keeping	 in	 mind	 that	 in	 the	 UAE	 workfield	 today	 and	 in	 the	 future,	 Arabic	 is	 a	 predominantly	 used	
language.	 Unfortunately,	 the	 Youth	 today,	 graduating	 mainly	 from	 Private	 Schools	 are	 incapable	 of	
constructing	 proper	 sentences	 in	 their	 mother	 tongue.	 	 Studying	 abroad	 and	 most	 of	 the	 credible	
Universities	 in	 the	 country	 do	not	 offer	 courses	 in	Arabic,	making	 schools	 the	only	 chance	 to	develop	
these	skills.	Being	increasingly	popular	amongst	the	majority	of	locals,	schools	today	offer	most,	if	not	all	





are	more	 capable	 to	process	 and	absorb	 the	 information	given	 to	 them	and	are	 able	 to	 flip	betweem	
langauges.	So	starting	from	kindergarten,	 in	a	weekly	manner	(Week	A	all	subject	taught	 in	Arabic	and	
Week	B	all	 subjects	 taight	 in	English).	 	 This	 could	also	progress	 into	 the	primary	 school	 as	 they	would	
begin	taking	subjects	like	Maths	and	Science	that	will	be	required	in	both	languages	in	our	daily	life	as	an	
Emirati.	 I	 wouldn’t	 recommend	 continuing	 the	 model	 into	 the	 secondary	 school	 as	 the	 content,	
terminology	and	subjects	will	only	get	more	complex,	 this	would	overwhelm	 them,	add	 to	 their	 stress	
and	 attempts	 to	pass	 the	 school	 year.	As	 a	 local	working	 in	 the	UAE,	Arabic	 is	 a	 necessity	 in	 order	 to	
communicate	strongly	or	at	least	correctly.			
Once	a	model	 is	agreed,	would	you	choose	 to	 impose	 it	 through	regulation,	or	would	you	allow	the	
market	to	lead	its	development?	Explain.	
I	would	allow	the	market	to	lead	its	development.		As	such	drastic	changes	need	to	be	tested	first.		Any	
matter	 in	education	should	be	studied	 in	depth	and	executed	only	when	affirmed.	 	Different	programs	
should	be	made	available	throughout	the	market	as	one	style	is	surely	not	suitable	for	all.		But	a	bilingual	
model	 is	 crucial	 to	 have	 as	 an	 option,	 as	 it	 greatly	 affects	 where	 the	 graduates	 appointment	 in	 the	




the	 future.	However,	 this	program	may	also	obstruct	 their	 thinking	skills	and	overwhelm	them	greatly.	
This	could	lead	to	procrastination	and	a	lack	of	motivation	to	study	complex	subjects	in	two	languages.	





are	 struggling	 with	 the	 basis	 of	 the	 language.	 However,	 I	 feel	 that	 it	 wont	 be	 very	 successful	 and	
effective.	This	is	because	of	the	double	amount	of	stress,	examining	and	effort	to	learn	a	subject	in	two	






Nahyan,	 founder	 of	 the	 UAE,	 noted,	 “The	 greatest	 use	 that	 can	 be	made	 of	 wealth	 is	 to	 invest	 it	 in	
creating	generations	of	educated	and	trained	people.”	
The	United	Arab	Emirates	has	focused	on	educating	both	men	and	women.	“In	1975,	the	rate	of	adult	







the	world.	 In	 fact,	 the	most	 spoken	 language	 in	 the	 universe	 is	Mandarin	with	 900-955	million	 native	
speakers	and	it	is	estimated	that	360	million	native	speakers	communicate	in	English	(that	is	a	difference	
of	about	595	million	individuals).		
The	weakness	point	 in	most	of	 the	private	 schools	 in	 the	UAE	and	Dubai	 is	 the	 lack	of	 correct	written	
Arabic	 form	 language.	 Meaning,	 the	 Arabic	 we	 call	 “fos’ha.”	 Different	 forms	 of	 Arabic	 dialects,	 like	
Emarati,	Jordanian,	Palestinian,	Syrian,	Lebanese,	etc.	are	also	declining	in	their	well-being.	Therefore,	I	
believe	 that	 private	 schools	 in	 Dubai	 do	 not	 treat	 Arabic	 and	 English	 on	 an	 equal	 footing	 and	
implementations	to	such	curriculum	would	bring	it	to	an	enhanced	system	of	education.		
Delivering	 international	 curriculum,	 such	 as	 the	 International	 Baccalaureate	 programs	 or	 the	 National	
Curriculum	 for	 England,	 within	 the	 confines	 of	 a	 bilingual	 model	 does	 have	 many	 challenges.	 With	
involving	teaching	academic	content	in	two	languages	(native	and	secondary	language),	the	international	
curriculum	 will	 not	 completely	 coincide	 with	 the	 bilingual	 teaching	 program	 model.	 International	
teaching	schools	“cater	mainly	to	student	who	are	not	nationals	to	the	host	country.”	This	means	that	a	
variety	 of	 different	 nationalities	would	 be	 attainable.	 “These	 international	 curricula	 are	 committed	 to	
internationalism,	 developing	 the	 global	 citizen,	 providing	 an	 environment	 for	 optimal	 learning,	 and	
teaching	 in	 an	 international	 setting	 that	 fosters	 understanding,	 independence,	 interdependence,	 and	
cooperation.”	With	a	bilingual	model,	having	 two	main	 languages	being	 taught	and	 spoken	 in	a	global	
environment	would	cause	dispersion	of	student	thinking,	especially	if	pupils	haven’t	been	present	in	such	




If	 I	 had	 free	 hand	 in	 designing	 a	 workable	 Arabic-English	 bilingual	 program,	 it	 would	 evidently	 look	





of	each	 language,	 children	 should	 then	 start	 learning	how	 to	 compare	and	 contrast	between	 the	 two,	
being	able	 to	 link	 them	both	 together	and	 recognizing	 the	differences	among	each	one.	 I	 believe	 that	
















To	 start	 off,	 as	mentioned	 previously,	 private	 schools	 in	Dubai	 are	 solely	 concentrated	 on	 the	 English	
language	 itself,	 with	 very	 few	 Arabic-teaching	 classes.	 The	 English	 dialect	 is	 undoubtedly	 the	 most	
dominant	 in	 the	world,	 and	with	 Dubai	 as	 an	 economic	modern	 powerhouse	with	 over	 150	 different	
nationalities,	it	is	also	the	most	common	language	used	for	communication.	Having	the	English	language	
taught	and	used	in	private	schools	is	certainly	an	advantage	in	our	present	and	for	our	future;	however,	
as	 an	 Arab,	 I	 do	 not	 feel	 like	 the	 Arabic	 language	 is	 highlighted	 and	 communicated	 enough	 to	 our	
children	 in	 their	 schools.	 Therefore,	 I	 definitely	 do	 not	 think	 that	 the	 level	 of	 Arabic	 taught	 in	 private	
schools	match	that	of	English.		
Adding	on,	I	feel	like	enrolling	my	Emirati	child	in	a	school	that	offers	an	Arabic-English	bilingual	program	
over	 an	 English	 medium	 school	 would	 definitely	 help	 advance	 my	 child’s	 education,	 and	 knowledge	
abilities.	 Thus,	 hopefully	 easing	 my	 child’s	 progression	 of	 perhaps	 learning	 another	 language	 in	 the	
future.	From	my	point	of	view,	an	Arabic-English	bilingual	program	would	either	have	an	equal	amount	
of	Arabic	and	English	speaking	staff,	or	all	staff	members	working	within	the	educational	program	would	
have	to	be	both	Arabic	and	English	speaking	 individuals.	As	 for	classes	and	subjects,	 lessons	should	be	
taught	 separately	 with	 both	 languages	 to	 further	 enhance	 the	 students’	 bilingual	 vocabulary,	 writing,	
reading	 and	 speaking	 skills.	 To	make	 the	 experience	 of	 studying	 two	 languages	 during	 the	 same	 time	
period	 more	 enjoyable,	 the	 program	 should	 also	 offer	 activities	 and	 pastimes	 with	 both	 Arabic	 and	
English	 included	 within	 participating	 in	 them.	 These	 leisurely	 events	 would	 give	 the	 students	 a	more	
hands-on	experience	of	living	in	the	real	world	and	balancing	the	two	languages.		
Moreover,	by	choosing	 to	enroll	my	child	 in	a	bilingual	model	over	an	English	medium	model,	 I,	 as	an	
Emirati	parent,	would	be	sacrificing	the	fact	that	the	Arabic-English	bilingual	program	would	be	the	first	
of	 its	kind	in	our	nation,	which	means	that	 it	 is	almost	 impossible	for	 it	to	go	forth	without	mishaps	or	
slip	ups.	However,	 there	 is	 always	 room	 for	 improvement,	 and	with	 a	ministry	of	 education	 that	 is	 as	
strong	as	the	one	in	the	United	Arab	Emirates,	it	is	without	a	doubt	that	changes	for	the	better	would	be	
enforced	towards	any	unintentional	error	within	the	program	that	needs	to	be	emended.	Another	thing	I	
would	be	sacrificing	 is	my	child’s	 future;	enrolling	my	child	 in	a	 rare	and	new	 learning	program	 is	very	
risky.	Nonetheless,	I	have	faith	and	am	very	sure	that	the	best	teaching	and	schooling	would	be	offered	
to	 prove	 that	 an	 Arabic-English	 bilingual	 education	 is	 set	 put	 in	 the	 United	 Arab	 Emirates	 to	 further	
strengthen	the	knowledge	of	our	children	who	hold	the	future	in	their	hands.		
Furthermore,	in	my	opinion	as	an	Emirati	parent,	it	would	take	a	lot	for	an	Arabic-English	bilingual	model	





to	 strengthen	 this	 educational	 experience.	 Also,	 it	 is	 important	 for	 the	 program	 to	 have	 a	 high	
preforming	 curriculum	 that	 will	 benefit	 both	 the	 students	 and	 staff;	 and	 that	 is	 all	 possible	 with	 the	
assistance	and	support	of	the	government.	
In	conclusion,	 it	 is	very	much	possible,	with	 the	help	and	commitment	of	others,	 for	an	Arabic-English	






English	 schools,	 There	 is	 a	demand	 in	 the	market	 for	Arabic-English	 speaking	 schools.	 There	are	many	
advantages	 to	 having	 an	 Arabic-English	 speaking	 school,	 some	 are	 that	 students	 will	 be	 able	 to	
communicate	 with	 people	 from	 more	 than	 20%	 of	 native-English	 speakers	 in	 the	 world.	 It	 will	 give	
students	an	advantage	in	order	to	communicate	with	people	from	diverse	countries,	and	for	the	parents	
to	let	their	kids	reach	their	goals	and	become	superior	in	the	future	and	with	their	jobs.	Businesses	today	
consist	of	many	people	with	different	nationalities	 from	around	 the	word,	 to	 communicate	 they	must	
share	the	same	level	in	a	particular	language,	like	English.	Students	all	have	different	levels	of	proficiency	
in	their	languages	and	some	students	levels	could	be	more	advanced	in	a	certain	language	than	the	other	
students	 and	 in	order	 to	 find	an	even	ground	 there	must	be	a	balance	 in	 the	 “speaking	department”.	




Schools	may	 find	 a	 hazard	when	 looking	 for	 a	 teacher	 that	will	 be	 suitable	 for	 the	 role,	 and	one	 that	
communicates	 and	 speaks	 and	 enunciates	 in	 a	 clear	 and	 well	 understood	 manner.	 Often	 Bilingual	
Education	 is	 also	 considered	 to	 elevate	 the	 literacy	 skills	 and	 the	 content	 knowledge	 of	 the	 students.	





make	 an	 organized	 system	 in	 schools	 that	 allows	 the	 students	 to	 focus	 more	 in	 an	 orderly	 fashion.	
Teachers	may	 also	 find	 a	 difficulty	with	 communing	with	 the	 students	 and	 understanding	 them	when	
they're	 lost	or	don't	know	what	 to	say.	 In	order	 to	overcome	that	 the	 teachers	would	 try	 to	 learn	 the	
students	ways	of	communication	and	the	way	that	they	comprehend	everything,	or	the	teacher	would	
try	to	learn	the	language	to	communicate	and	understand	the	students	and	that	may	cause	the	teacher	
to	 become	 better	 at	 her	 job.	 The	 cost	 that	 comes	 with	 developing	 an	 Arabic-English	 is	 an	 excessive	





to	Mandarin.	When	 it	 comes	 to	 business	 and	matters	 of	 trade,	 the	 English	 language	 tends	 to	 be	 the	
common	currency.	By	studying	English	through	a	respected	English	school,	you	can	expect	to	be	able	to	
conduct	 business	 transactions,	 write	 and	 respond	 to	 documents	 such	 as:	 emails,	 memos,	 contracts,	
agreements	and	reports	and	possibly	pursue	a	career	in	business.	Technology	is	important	and	significant	
in	the	day	and	age	in	which	we	live.	
English	 is	 very	 often	 the	 language	 used	 for	 many	 software	 programs	 and	 for	 those	 that	 are	
technologically	minded	and	ambitious,	 the	 study	of	English	can	provide	 them	with	useful	benefits	and	








Language	 impacts	 the	 daily	 lives	 of	 members	 of	 any	 race,	 and	 region	 of	 the	 world.	 Language	 helps	
express	our	feelings,	desires,	to	the	world	around	us.	Words,	gestures,	and	tone	are	used	in	a	union	to	





















subjects,	 such	 as	 math,	 science,	 history,	 and	 arts	 are	 taught	 in	 Arabic	 and	 they're	 undermining	 the	
English	 subject	 which	 is	 only	 the	 English	 class	 whilst	 some	 bilingual	 schools	 also	 undermine	 Arabic	
subjects:	 they	 teach	 English,	 science,	 maths,	 and	 history	 in	 English	 and	 the	 Arabic	 subjects	 are	 only	
Islamic	and	Arabic.	
Bilingual	 Education	 is	 two	 languages	 being	 used	 in	 a	 school	 for	 instruction	 and	 social	 interaction.	
Bilingual	Education	in	an	English-language	school	system	in	which	students	with	little	fluency	in	English	





in	 diﬀerent	 languages,	 finding,	 training	 and	 keeping	 teachers.	 A	 big	 challenge	 is	 also	 keeping	 both	
languages	 equal	 learning	 each	 language	 equally	 it	 is	 hard	 to	 make	 time	 to	 learn	 each	 language	 and	
studying	them.	Bilingual	education	places	two	language	groups	together	and	promotes	the	learning	of	a	
second	language	while	maintaining	the	home	language.	We	know	challenges	 in	bilingual	education	but	
what	are	 the	benefits?	The	benefits	are	 flexible	brains,	better	 reading	comprehension.	The	number	of	
bilingual	 adults	 that	 complete	 their	 graduation	 from	 high	 school	 and	move	 towards	 college	 and	 their	
change	 of	 getting	 a	 job	 in	 the	market	 is	 higher	 compared	 to	monolinguals.	 A	 bilingual	 education	 can	
strengthen	the	executive	function	of	the	brain.	Research	shows	that	because	bilingual	students	are	able	
to	 use	 two	 languages	 at	 the	 same	 time,	 switching	 consistently,	 it	 develops	 skills	 for	 functions	 such	 as	
inhibition,	 switching	 attention,	 and	 working	 memory.	 As	 such,	 students	 who	 are	 being	 educated	












Language	 is	 a	 combination	 of	 sounds,	 representing	words	 to	 connect	with	 other	 people.	 It	 is	 used	 to	
communicate	 and	 to	 share	 and	 express	 their	 inner	 status.	 Bilingualism,	 however,	 this	 term	 is	 used	 to	
describe	a	 learner	who	uses	 two	or	more	 languages	 to	 communicate.	 “You	can	never	understand	one	
language	until	you	understand	two”	said	Geoffrey	Willans.	In	recent	years,	scientists	have	begun	to	show	
that	the	advantages	of	bilingualism	are	even	more	fundamental	than	being	able	to	converse	with	a	wider	
range	 of	 people.	 Being	 bilingual,	 it	 turns	 out,	makes	 you	 smarter,	 gives	 you	 cross-cultural	 access,	 and	
future	employment	advantages.	
The	majority	of	the	schools	in	Dubai	are,	in	fact,	bilingual.	Parents	in	today’s	world	are	seeking	to	identify	
paths	to	support	their	children’s	 future	goals	by	trying	their	best	 to	support	 them.	 In	today’s	universal	
economy,	the	ability	to	converse	and	connect	with	others	is	necessary,	and	the	more	companies	expand	
internationally,	 the	more	bilingualism	has	 become	a	 prodigious	 advantage	 in	 the	workforce.	 “Dubai	 is	
home	to	more	than	200	nationalities	 living	and	working	together,	 therefore	 in	order	 to	have	a	diverse	







and	 expenses	 of	 having	 a	 bilingual	 school.	 It	 could	 be	 difficult	 to	 find	 applicants	 and	 hire	 teachers	 to	
teach	 the	 students	 more	 than	 one	 language.	 Unfortunately,	 qualified	 bilingual	 teachers	 are	 in	 short	
supply.	Teaching	in	a	bilingual	school	is	not	the	same	as	teaching	in	a	monolingual	one	as	there	are	many	
issues	 that	 can	 arrive.	 It	 is	 difficult	 to	 find	 teachers	 experienced	 with	 teaching	 bilingual	 children,	 or	
children	who	are	not	completely	fluent	in	both	languages.	Teachers	need	to	be	trained	in	this	area	and	
there	 are	not	many	who	are.	Also,	 there	needs	 to	be	 a	 consistent	 education.	Not	 all	 bilingual	 schools	






English	 schools.	 However,	 there	 is	 a	 way	 to	 avoid	 them,	 the	 educational	 institutes	 could	 ask	 for	
government	 sponsorships,	 and	 promote	 the	 benefits	 of	 bilingual	 education.	 These	 could	 help	 finance	
scholarships	for	the	training	of	bilingual	teachers	and	the	purchase	of	school	materials.	The	money	will	
be	 invested	 in	 the	 development	 of	 bilingual	 programs	 in	 the	 schools.	 As	 for	 the	 maintenance	 of	
consistent	education,	students	could	be	divided	into	different	classes	based	on	their	level	of	proficiency,	
and	 it	 could	 be	 professionally	 recorded	 throughout	 the	 years.	 Bilingual	 teachers	 are	 in	 high	 demand	
these	days	as	schools	struggle	 to	educate	 increasing	numbers	of	children	who	don’t	 speak	much	—	or	
any	 —	 English.	 Some	 school	 districts	 can	 boost	 the	 recruitment	 of	 bilingual	 teachers	 by	 lowering	
requirements	and	paying	bonuses.	
Bilingual	children	benefit	academically	 in	many	ways.	They	are	able	to	switch	between	languages,	they	




offer	 today	 because	 it	 is	 much	 more	 expensive	 than	 monolingual	 schools,	 there	 is	 a	 short	 supply	 in	





building	 of	 language	 learner	 knowledge,	 maintaining	 resources	 and	 cultural	 identify,	 closing	 the	 gap	

















The	 process	 of	 globalization	 has	 been	 universally	 expanding	 over	 the	 years,	 leading	 to	 the	 rapid	
availability	 of	 businesses	 and	 technologies	 across	 various	 regions	 in	 the	 world	 through	 markets,	
communication,	and	transportation.	As	a	result,	the	demand	for	multilingual	individuals	who	are	capable	
of	 communicating	 with	 those	 who	 emerge	 from	 different	 backgrounds	 is	 progressively	 increasing.	
Advanced	 linguistic	 skills	 that	 cover	 different	 languages	 have	 multiple	 guaranteed	 benefits,	 including	





exist	 in	 this	 world.	 Ignorance	 slowly	 dissolves	 as	 knowledge	 and	 acceptance	 begins	 to	 take	 a	 stance,	
lessening	the	occurrences	of	racism	and	discrimination.		
Educational	institutions	play	a	major	role	in	altering	the	extent	of	knowledge	an	individual	receives,	and	
their	 roles	 include	monitoring	 and	 enhancing	 the	 development	 of	 linguistic	 and	 communication	 skills.	
Bilingualism	 is	 encouraged	 as	 the	 importance	 of	 it	 becomes	 apparent,	 and	 multiple	 schools	 have	
attempted	 to	 create	 successful	 bilingual	models.	 A	 few	methods	 have	 been	 created,	 such	 as	 the	 dual	
language	 bilingual	 education.	 This	 form	 of	 teaching	 bilingually	 involves	 the	 placement	 of	 half	 native	
English	speakers	and	half	native	speakers	of	another	language	in	the	same	room	in	hopes	that	they	will	
learn	about	each	other’s	culture	and	language.	Another	method	is	when	one	teacher	teaches	the	native	
language	 and	 the	 other	 teaches	 a	 second	 language	 in	 alternate	 times.	 A	method	 also	 exists	 where	 a	
bilingual	 instructor	 teaches	 subjects	 in	 students’	native	 language	 for	a	period	of	 a	 selected	number	of	
years,	then	the	subjects	are	taught	in	the	target	language	for	the	next	selected	number	of	years	as	the	
proficiency	 increases.	 This	 method	 is	 known	 as	 the	 transitional	 bilingual	 education	 method,	 and	 the	






different.	 Students	 come	 from	 different	 backgrounds,	 and	 some	may	 excel	 in	 a	 particular	 area	 while	
others	do	not.	A	perfect	bilingual	model	would	meet	every	student’s	needs	and	conditions,	a	task	that	
cannot	be	done.	The	difficulty	of	creating	a	successful	model	is	an	obstacle	itself.	There	are	many	schools	
in	 the	U.A.E.	 that	 follow	 international	 curriculums,	which	 increases	 the	 difficulty	 of	 setting	 a	 bilingual	
education	model.	 The	 number	 of	 bilingual	 instructors	 are	 not	 very	 high,	 and	 the	 cost	 for	 following	 a	
bilingual	education	model	 is	high.	 In	addition,	proper	negotiation	with	 the	stakeholders	of	educational	
institutions	 may	 not	 be	 present,	 which	 prevents	 the	 number	 of	 bilingual	 individuals	 from	 increasing.	
Consent	 for	 a	 difficult	 project	will	 not	 be	 given	 easily,	 and	 in	 order	 to	 obtain	 stakeholders’	 trust	 and	
permission,	 one	must	 provide	 evidence	 of	 the	 success	 of	 a	 proposed	bilingual	model.	Numerous	 data	
recordings	of	experiments	should	be	presented,	and	good	arguments	in	favor	of	implementing	the	model	
should	 be	 made.	 Attaining	 support	 from	 the	 people	 will	 also	 prove	 to	 be	 beneficial,	 as	 schools	 are	
businesses,	and	nothing	is	as	reassuring	as	having	people	claim	that	they	will	send	their	kids	to	a	school	
that	educates	 students	using	a	bilingual	model.	Creating	 surveys	 that	 represent	what	 the	people	want	
will	lead	to	greater	success.		




Some	 regulators	also	have	 the	 responsibility	of	handling	 complaints,	which	 is	a	 fundamental	aspect	of	
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growth	and	improvement.	Regulators	occasionally	question	the	students,	checking	to	hear	their	thoughts	
on	 the	 modifications	 that	 have	 been	 made.	 By	 knowing	 people’s	 reactions	 to	 the	 model	 and	 their	




different	 perspective,	 a	 new	 vision	 of	 life.	 It	 is	 important	 for	 us	 to	 explore	 the	 different	 cultures,	



















speaking	 teachers,	 therefore	 forced	 students	 to	 be	 bilingual	 in	 addition	 to	 Arabic,	 their	 vernacular	
language.	
As	a	Student,	I	believe	that	some	Emirati	students,	like	me,	who	attend	private	schools	would	really	want	
an	 Arabic-English	 education.	 It	 is	 important	 for	 us	 to	 continue	 the	 use	 of	 the	 world-known	 English	
language,	but	appreciate	and	explore	the	depths	of	our	mother	tongue,	Arabic.	The	majority	of	students	
now	 would	 not	 encourage	 the	 modification	 of	 the	 modern	 schedule,	 which	 consists	 of	 at	 least	 5/9	
classes	to	be	English,	from	courses	mostly	in	English	to	Arabic	taught	classes.	They	would	not	encourage	
it	 because	 they	 have	 grown	 used	 to	 the	 English	 dominant	 education	 they	 have	 been	 getting	 since	
Kindergarten,	but	starting	now	for	the	generations	to	come,	and	finding	a	balance	between	Arabic	and	
English,	French,	German	or	any	other	language,	would	be	ideal.	Most	of	the	world	has	been	taken	over	
by	 the	 English	 language,	 everywhere	 you	 turn	 English	 is	 sprawled	 somewhere,	 whether	 it’s	 a	 water	
bottle	or	a	shop	sign.	
Me,	 an	 Arabic	 speaking	 student,	 writing	 this	 essay	 in	 English	 shows	 how	 much	 students	 have	 been	





this	 case	 suggest,	 because	 of	 everyone’s	 different	 perspective	 on	 language,	 and	 the	 ongoing	 debate	
whether	English	is	taking	over	the	Arabic	speaking	world,	which	does	spark	some	controversy	between	
parents	 and	 schools.	Most	 private	 schools	 in	 the	UAE	with	 either	 American,	 IB,	 or	 British	 curriculums	
follow	 the	 Immersion	model,	where	a	 student	group	 is	 taught	 in	 two	 languages,	 sometimes	one	more	
than	 the	other,	 in	 this	 case	 it’s	 English	being	 taught	more.	 Finding	a	median	 for	bilingual	 education	 is	
crucial,	 a	 successful	 bilingual	 model	 for	 education	 would	 probably	 be	 the	 one-way	 dual	 language	
immersion,	 which	 helps	 empower	 and	 develop	 bilingual	 students.	 This	 model	 would	 distribute	 the	
languages	into	a	50/50	balance,	for	example,	one	week	would	include	Language	arts	and	Social	studies	in	













for	 non-Arabs,	 which	 has	 grown	 to	 be	 a	 good	 process.	 Many	 non-native	 students	 have	 noted	 that	
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learning	a	new	language	all	over	again	has	challenged	their	thinking,	their	way	of	solving	things,	and	their	
remembering	of	 information,	which	helped	 in	benefitting	 them	 in	 the	 long	 run.	 I	would	 like	 to	believe	
that	if	the	one-way	dual	language	immersion	in	Arabic	and	English	was	applied	to	all	schools	in	the	UAE	
for	Arab	and	non-Arab	students,	the	reception	of	such	an	education	would	be	greeted	welcomingly,	but	
their	 are	 many	 factors	 in	 the	 playing	 here	 which	 must	 mean	 that	 many	 parents	 and	 students	 may	
disagree	to	a	modification	in	education,	as	such.	















of	 stigmatism	 revolving	 around	 the	 importance	 of	 knowing	 your	 native	 language	 whilst	 also	 being	 a	
global	citizen,	and	knowing	global	 languages.	 It	 is	taken	upon	the	students	of	private	(and	some	public	
schools)	 to	 strengthen	 their	 Arabic;	 whether	 that	 be	 their	 native	 language	 or	 foreign	 language.	 The	
pressure	 and	 shame	 applied	 in	 schools	 accumulates	 the	minds	 of	 these	 developing	 students.	 Feeding	
them	 shame	 and	 humiliation	 for	 their	 weak	 Arabic	 will	 not	 allow	 Arabic	 communities	 to	 grow	 and	





who	predominantly	 studies	 in	 English,	 I	 have	noticed	 the	 skill	 and	passion	needed	 to	perfect	both	my	
mother	 tongue	 and	my	 ‘global’	 language.	 Yet,	 pressure	being	 fed	by	 school	 facilities	 and	ministries	 of	
education	tells	us	otherwise.	From	experience,	it’s	clear	to	see	the	thick	tension	and	fear	of	‘forgetting’	
your	native	tongue.	In	my	previous	essay,	I	expressed	my	opinion	in	preserving	my	native	language-	most	
importantly,	 the	 Emirati	 dialect.	 Yet,	 at	 this	 crucial	 time	 in	my	 life,	 it	 is	 difficult	 to	maintain	 any	 focus	
trying	to	perfect	a	language	I	already	know.	There	are	many	factors	that	contribute	to	making	a	language	






our	work	 at	 school	 revolves	 around	 grammar?	 -	 In	which	 cant	 be	 applied	 to	 an	 ‘unfamiliar’	 language.	
Teachers	are	told	to	stress	upon	the	fact	that	our	Arabic	is	weak,	yet	no	action	is	being	issued	to	stop	this	
problem.	Arabic	scholars	preaching	on	the	importance	of	preserving	a	language	tend	to	dismiss	the	rich	
culture	 and	 pride	 behind	 ones	 dialect-	 ultimately	 failing	 to	 save	 another	 dying	 branch	 of	 a	 language.	
Overall,	 the	 general	 approach	 the	 majority	 of	 people	 have	 on	 preserving	 Arabic	 in	 the	 UAE	 is	
unjustifiable.		
As	 a	 student,	 it	 is	 much	 more	 comforting	 improving	 the	 ‘new	 wave’	 of	 Emirati	 Arabic	 rather	 than	
improving	the	formal	Arabic.	In	a	student’s	point	of	view,	bilingualism	is	an	art	yet	to	be	perfected;	there	
must	be	a	slight	weakness	in	one	of	the	languages	in	order	to	feel	comfortable	to	speak	the	other.	The	
term	 ‘new	 wave’	 closely	 identifies	 with	 the	 sense	 of	 beginning;	 the	 newer	 generation	 struggles	 with	





in	 the	 UAE.	 Therefore,	 shining	 the	 light	 on	 elders	 of	 Emirati	 descent	 and	 providing	 them	 the	 proper	
platform	 and	 audience	 to	 teach	 and	 guide	 the	 newer	 generations	 is	 the	 most	 appropriate	 solution.	
Another	solution	is	having	the	ministry	of	education	prohibit	teaching	formal	Arabic	after	middle	school,	
and	instead,	offer	classes	like	Emirati	Studies-	in	which	Emirati	teachers	come	and	teach	students	of	the	
rich	dialect	and	cultural	heritage	 in	 the	UAE.	This	 in	 turn,	also	provides	Emiratis	with	a	wider	 range	of	







own	 language.	 I	 have	 also	noticed	 the	 younger	 students	 speaking	primarily	 in	 English	 throwing	Arabic	
slang	into	their	speech,	creating	a	cocktail	of	what	truly	is	the	UAE.		
Ultimately,	 there	 isn’t	 a	 cookie	 cutter	 model	 for	 the	 perfect	 bilingual	 student-	 it’s	 an	 unrealistic	
idealization.	In	many	ways,	bilingual	education	is	the	ideal	education	system	and	should	be	enforced	in	
all	schools-	but	on	the	condition	that,	students	should	not	be	felt	with	an	overwhelming	sense	of	shame	
if	 one	 language	 is	 weaker	 than	 the	 other.	 That	 especially	 comes	 in	 hand	when	 that	 language	 is	 their	
mother	 tongue.	The	world	 is	attempting	 to	 raise	global	 citizens;	and	with	 that	mindset	 should	come	a	




an	effective	 form	of	education,	but	 there	should	be	sense	of	acceptance	 from	the	student	him/herself	





































































































































































































































































































































































































































Especially	when	many	private	schools	are	made	up	of	 tons	of	 international	 students,	English	 is	 the	only	
way	most	students	can	understand	and	be	taught	in.	Arabic	is	not	an	option	as	not	everyone	can	speak	it.	
As	 a	 local	 parent	 I	 would	 certainly	 prefer	 to	 enroll	my	 child	 in	 a	 school	which	 offers	 an	 Arabic-English	
bilingual	 programme.	 As	 an	 Emirati	 parent,	 I	would	want	my	 child	 to	 be	 able	 to	 speak	 both	 languages	
properly.	Arabic	is	our	mother	tongue	language	and	therefore	is	crucial	our	children	can	fully	speak	it.		
I	 wouldn’t	 be	 sacrificing	 really	 anything	 if	 I	 were	 to	 choose	 a	 bilingual	model	 over	 an	 English	medium	
model	 for	my	 child.	 For	 the	 simple	 reason	 once	 again	 that	 Arabic	 is	 crucial	 for	 our	 Emirati	 students	 to	
learn.	However,	this	may	lead	to	added	unnecessary	stress	on	my	child	and	may	not	be	beneficial	to	my	
child	the	way	I	want	it	to.	–	Participant	J-1	
The	 first	 step	 in	 constructing	a	 ‘loose	network’	 is	 to	 identify	 the	emerging	 themes	 from	 the	narrative.	






in	 the	 essay.	 In	 doing	 so,	 I	 followed	 the	 principle	 of	 being	 as	 exhaustive	 as	 possible,	whereby	 only	 in	
cases	of	almost	verbatim	repetition,	or	phrases	and	sentences	that	have	no	bearing	whatsoever	to	the	
general	 topic	 of	 the	 research	 (which	 were	 rare),	 were	 the	 phrases/sentences	 in	 question	 ignored.	















The	 third	 and	 final	 step	 in	 the	 construction	 of	 the	 ‘loose	 networks’	 is	 to	 cluster	 the	 key	 phrases	 and	
sentences	together	that	relate	to	a	single	theme,	and	connect	them	using	vertical	 lines	to	 indicate	any	
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serial	 or	 causal	 links	 between	 them,	 and	 horizontal	 ones	 for	 parallel	 associations	 that	 are	 either	
complimentary	 (which	 I	 have	 termed	 ‘harmonious’)	 or	 divergent	 (which	 I	 have	 termed	 ‘dissonant’).	 In	
some	of	the	essays,	there	were	instances	where	two	or	more	phrases	were,	collectively,	linked	by	either	
parallel	 or	 serial	 association	 to	 a	 single	 phrase	 or	 another	 group	 of	 phrases.	 In	 such	 cases,	 I	 chose	 to	
envelop	 them	within	 a	 dashed-line	 box	 and	 to	 draw	 connecting	 lines	 between	 them	 as	 the	 situation	
dictated.	The	resulting	 ‘loose	network’	 for	Participant	J-1	 is	provided	 in	Appendix	12.	Harmonious	 links	
are	indicated	through	connecting	lines	(either	vertical	or	horizontal)	with	no	additional	 label;	dissonant	
links	 (only	 one	 in	 this	 case)	 are	 clearly	 labelled	 as	 such.	 There	 were,	 of	 course,	 some	 cases	 where	 a	
particular	 phrase	 (or	 cluster)	 belonging	 to	 one	 theme	 connected,	 either	 harmoniously	 or	 dissonantly,	
serially	 or	 through	 parallel	 association,	with	 a	 phrase	 or	 a	 cluster	 of	 phrases	 associated	with	 another	

















































































The	Bilingual	 education	 is	 schooling	 that	 is	 quite	 complex	 and	 challenging.	 For	most	 students,	 it’s	 the	
norm,	 they’re	 used	 to	 being	 taught	 with	 two	 different	 languages	 with	 different	 backgrounds.	 Yet,	 to	
some	it	can	come	across	as	impossible	or	problematic.	A	bilingual	education	is	a	form	of	schooling	that	
involves	 teaching	 academic	 classes	 in	 two	 languages;	 both	 the	 secondary	 language	 and	 the	 native	
language	are	spoken	during	the	students	classes.	It	is	an	academic	system	used	all	around	the	globe.	In	
my	opinion	the	bilingual	education	is	more	of	an	obligation,	and	requires	a	lot	of	dedication.	
The	 stakeholders	 in	 charge	 of	 developing	 and	 expanding	 our	 knowledge	 of	 a	 bilingual	 education	 will	
most	likely	agree	that	bilingual	education	is	our	future.	It’s	the	modern	form	of	schooling	and	it	is	a	very	






in	 their	 native	 language,	 but	 concentrates	 mostly	 in	 the	 English	 language.	 While	 some	 select	 the	
Developmental	 Bilingual	 education,	 which	 promotes	 to	 build	 skills	 in	 the	 students	 using	 their	 native	
language,	 while	 also	 learning	 English	 like	 a	 regular	 student.	 In	 a	 student’s	 point	 of	 view,	 I’d	 prefer	
perfecting	the	secondary	language	because	it’s	more	ideal	and	beneficial	in	this	generation.	Although	it	
depends	on	each	student.	
In	a	students	perspective,	 I’d	 like	to	preserve	my	native	 language,	 I	believe	that	 it	 is	very	 important	to	
keep	my	native	language	alive.	At	a	younger	age,	it	would	have	been	a	nice	experience	to	be	taught	the	
formal	Arabic	and	perfect	it.	But	as	a	high-school	student,	I	see	no	point	in	starting	a	bilingual	education.	
Some	 students	 believe	 that	 it’s	 not	 important	 to	 learn	 and	 perfect	 the	 formal	 version	 of	 our	 native	































than	 one	 language,	 and	 find	 it	 very	 difficult	 and	 challenging”.	 The	 advice	 she	 offers	 these	 students	 is	
largely	 centered	 around	 overcoming	 “the	 fear	 of	 learning	 two	 languages”,	 seeking	 help,	 receiving	
encouragement	and	generally	persevering	until	the	obstacles	are	surmounted,	because	in	the	end	all	the	
hard	work	is	bound	to	pay	dividends,	in	light	of	the	fact	that	the	“opportunities	of	a	bilingual	education	
are	 endless”.	 In	 paragraph	 2	 of	 her	 2016	 essay,	 participant	 A-8	 introduces	 the	 reader	 to	 some	 of	 the	
forms	 that	 bilingual	 education	 can	 take,	 naming	 and	 briefly	 describing	 three	 in	 particular:	 immersion,	
transitional	 and	developmental.	When	 offering	 her	 own	 point	 of	 view	with	 respect	 to	which	 of	 these	
types	may	 be	 best	 suited	 for	 Dubai,	 she	 states	 the	 following:	 “In	 a	 student’s	 point	 of	 view,	 I’d	 prefer	
perfecting	 the	 secondary	 language	because	 it’s	more	 ideal	and	beneficial	 in	 this	generation”;	 although	
she	 is	 quick	 to	 qualify	 her	 opinion	 by	 asserting	 that	 other	 students	 may	 view	 this	 differently.	 An	
alternative	 interpretation	 of	 her	 qualifying	 statement	 (“Although	 it	 depends	 on	 each	 student”)	 is	 that	
there	 is	no	 ‘one-type-fits-all’	solution	as	some	students	may	benefit	 from	one	model	while	others	may	
fair	better	in	another.	Generally,	however,	and	barring	these	technical	problems	which,	through	will	and	
shear	 determination,	 can	 be	 addressed,	 the	 overall	 spirit	 of	 the	 essay	 was	 one	 in	 strong	 favour	 of	 a	
bilingual	educational	model	bracing	the	educational	markets	of	Dubai.	As	evidence	of	this,	participant	A-
8	 repeats	 the	 phrase	 “Bilingual	 Education	 is	 our	 future”	 twice	 in	 her	 2016	 essay,	 and	 in	 her	 closing	
remarks	she	states:	“The	stakeholders	must	work	together	in	order	for	this	to	be	a	success.”		
The	 third	paragraph	 in	participant	A-8’s	pilot	 study	essay	 stands	out	 for	me,	more	 so	now	 that	 I	 have	
read	her	2018	essay	than	when	I	first	read	it	two	years	ago,	for	in	it	she	raises	some	of	the	themes	that	
will	 later	 take	 centre	 stage	 in	 her	 2018	 composition,	 namely:	 the	 importance	 of	 preserving	 native	
language,	 formal	 Arabic	 versus	 regional	 dialects,	 and	 under	 what	 circumstances	 and	 for	 whom	 is	 a	
bilingual	educational	model	most	appropriate.	Tension	is	rife	within	this	paragraph.	On	the	one	hand,	A-8	
makes	 the	claim:	“In	a	students	perspective,	 I’d	 like	 to	preserve	my	native	 language,	 I	believe	 that	 it	 is	
very	 important	 to	 keep	my	 native	 language	 alive”.	 Three	 sentences	 later,	 she	 states:	 “Some	 students	
believe	that	it’s	not	important	to	learn	and	perfect	the	formal	version	of	our	native	language	by	reason	of	
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as	described	 later	 in	this	section.	The	other	source	of	 tension	 introduced	 in	the	third	paragraph	of	 the	
2016	essay	emanates	from	A-8’s	stated	opinion	that	“bilingual	education	is	more	convenient	to	students	
of	 a	 foreign	 country…	more	 than	 a	 student	 living	 in	 a	 diverse	 community	 with	 countless	 languages”.	
Interpreting	the	last	few	words	as	being	a	reference	to	Dubai	(or	the	UAE	as	a	whole),	this	statement	is	in	
clear	 conflict	 with	 the	 multiple	 assertions	 elsewhere	 in	 the	 essay	 in	 which	 bilingual	 education	 is	
positioned	 prominently	 to	 “lead	 the	 generation	 [of	 young	 Emiratis]	 to	 a	 modernized	 future”.	 If	 the	
statement	 linking	bilingual	education	to	students	of	a	 foreign	country	was	participant	A-8’s	attempt	at	




submission	 in	 March	 2018	 for	 the	 current	 enquiry.	 By	 then,	 she	 was	 completing	 her	 final	 year	 of	
secondary	schooling	at	AAM	and	looking	forward,	in	a	few	short	months,	to	joining	the	freshman	class	at	
either	 New	 York	 University	 in	 Abu	 Dhabi	 or	 the	 American	 University	 of	 Sharjah.	 Emotive	 words	 and	
phrases	infuse	her	2018	exposition	in	abundance,	revealing	a	palpable	sense	that	the	teaching	of	formal	
Arabic	 in	 schools	 was	 akin	 to	 an	 ‘act	 of	 brutality’	 against	 Emirati	 students	 and	 their	 national	 dialect.	
Examples	 include:	 “widespread	 stigmatism”,	 “pressure	 and	 shame”,	 “feeding	 them	 shame	 and	
humiliation”,	“ever	growing	sense	of	hatred	towards	the	language	[formal	Arabic]”,	“thick	tension”,	“fear	
of	 ‘forgetting’	 your	 native	 tongue”	 (quotation	marks	 in	 the	original),	 “the	 public	 ceases	 to	 provide	 the	
most	 suitable	 resources	 to	help	 this	generation”,	and	 in	 relation	 to	 the	Emirati	dialect	her	observation	
that	 the	 insistence	 by	 schools	 on	 teaching	 formal	 Arabic,	 exclusively,	 was	 “ultimately	 failing	 to	 save	
another	dying	branch	of	a	 language”.	The	majority	of	 these	words	and	phrases	appear	 in	the	first	 two	
paragraphs	 of	 the	 composition,	 where	 the	 focus	 of	 the	 narrative	 is	 on	 the	 corrosive	 nature	 of	 the	
pressure	being	applied	by	the	Ministry	of	Education	and	society	as	a	whole	on	Emirati	students	through	
the	teaching	of	formal	Arabic	in	schools	as	a	means	of	‘preserving’	the	language	for	future	generations.	
In	 the	 third	paragraph,	participant	A-8	elucidates	 this	point	by	mentioning	 the	chorus	of	 factors	 in	 the	
lives	of	young	Emiratis	in	which	Arabic	is	all	but	absent,	such	as	television,	music,	radio	broadcasts,	etc.,	
and	 the	 failure	 by	 the	 authorities	 culpable	 in	 this	 whole	 equation	 of	 directing	 the	 right	 resources	 to	
address	the	problem.	Their	solution	seams	confined	to	exposing	students	in	schools	to	grammar	lessons,	
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As	a	student	who	 faces	 the	difficulty	of	being	a	bilingual	 student	and	a	person	who	 faces	 the	pressure	of	
preserving	your	mother	 tongue	 it	 is	 safe	 to	 state	 that	bilingualism	 is	a	never	ending,	problematic	abyss	–	
Participant	A-8.	
If	the	language	in	the	first	three	paragraphs	is	meant	to	stir	feelings	of	anger	and	resentment	against	a	
gross	 injustice,	 the	 words	 and	 phrases	 that	 appear	 in	 the	 fourth	 paragraph,	 the	 longest	 of	 the	 five	
paragraphs	in	the	essay,	aim	at	generating	the	feeling	of	calmness	and	serenity,	as	the	discourse	shifts	to	




effect	 she	 writes:	 “…the	 ministry	 of	 education	 [should]	 prohibit	 teaching	 formal	 Arabic	 after	 middle	
school,	and	instead,	offer	classes	like	Emirati	Studies	–	in	which	Emirati	teachers	come	and	teach	students	









bilingual	model,	 referring	to	 it	as	an	“unrealistic	 idealization”.	Although	 in	one	 instance	she	 labels	 it	as	
“one	of	 the	 few	 forms	of	education	 that	offers	a	world-class	experience”	and	calls	 for	 the	model	 to	be	
“enforced	 in	all	schools”,	albeit	with	the	stipulation	that	the	 inevitable	shortfall	 in	students’	abilities	to	
strike	a	 ‘perfect	balance’	between	 the	 two	 languages	 should	not	be	met	with	derision,	her	 concluding	
remarks	could	not	be	more	lucid:		



















































































































































































































































































































KHDA	 is	 pleased	 to	 inform	 you	 of	 its	 collaboration	 with	 a	 local	 researcher,	 Mr.	 Ziad	 Azzam,	 on	 a	
Doctorate	level	research	enquiry	concerning	the	topic	of	bilingual	education.	The	aim	of	the	enquiry	is	to	









Participation	 in	 this	 study	 is	 voluntary,	 although	 of	 course,	we	would	 like	 to	 have	 as	 broad	 a	 pool	 of	
participants	 as	 possible.	 No	 names	 or	 other	 data	 that	 may	 identify	 the	 students	 who	 complete	 the	
questionnaire	will	be	captured	or	recorded.		
We	hope	 the	 findings	of	 this	 investigation	will	prove	useful	 to	your	school,	by	offering	members	of	 its	























































































































































































































































Appendix	 20:	 Statistical	 Analysis	 of	 Responses	 to	 Statements	 57–84	
Across	the	Four	Perspectives	
Statement	
Score/(SD)		
-	Aggregate	
Perspective	
Score/(SD)		
-	Gender	
Perspective	
Score/(SD)		
-	Curriculum	
Perspective	
Score/(SD)		
-	Teach	Demogr.	
Perspective	
57:	“Arabic	and	English	are	
used	equally	in	Dubai's	
private	schools.”	
-0.02	(0.31)	 F:	-0.02	(0.35)	M:	-0.03	(0.28)	
IB:	-0.18	(0.30)	
US:	+0.05	(0.32)	
Arab:	+0.13	(0.32)	
Wes:	-0.23	(0.32)	
58:	“Private	schools	in	Dubai	
do	not	treat	Arabic	and	
English	on	an	equal	footing.”	
+0.60	(0.33)	 F:	+0.50	(0.35)	M:	+0.72	(0.31)	
IB:	+0.92	(0.35)	
US:	+0.44	(0.32)	
Arab:	+0.47	(0.32)	
Wes:	+0.78	(0.35)	
59:	“The	predominant	
language	used	in	the	UAE	
job	market	today	and	in	the	
future	is	Arabic.”	
-0.03	(0.23)	 F:	-0.20	(0.22)	M:	+0.18	(0.24)	
IB:	-0.05	(0.21)	
US:	-0.01	(0.24)	
Arab:	-0.01	(0.25)	
Wes:	-0.05	(0.20)	
60:	“The	globalization	of	
Dubai	has	resulted	in	a	shift	
in	which	English	has	become	
the	more	prominent	
language,	given	the	high	
percentage	of	expatriates.”	
+1.00	(0.33)	 F:	+1.07	(0.36)	M:	+0.91	(0.30)	
IB:	+1.27	(0.34)	
US:	+0.86	(0.33)	
Arab:	+0.88	(0.34)	
Wes:	+1.15	(0.32)	
61:	“As	an	Emirati	working	
in	the	UAE,	Arabic	is	a	
necessity	in	order	to	
communicate	effectively,	or	
at	least	correctly.”	
+1.12	(0.36)	 F:	+1.07	(0.37)	M:	+1.17	(0.35)	
IB:	+1.35	(0.40)	
US:	+1.00	(0.34)	
Arab:	+1.07	(0.35)	
Wes:	+1.18	(0.38)	
62:	“When	it	comes	to	
business	and	matters	of	
trade,	the	English	language	
tends	to	be	the	most	
common	currency.”	
+1.10	(0.37)	 F:	+1.19	(0.40)	M:	+1.00	(0.33)	
IB:	+1.00	(0.33)	
US:	+1.15	(0.39)	
Arab:	+1.18	(0.41)	
Wes:	+0.99	(0.32)	
63:	“Emiratis	must	be	able	
to	balance	the	two	
languages	(Arabic	and	
English)	without	allowing	
one	to	override	the	other.”	
+1.21	(0.43)	 F:	+1.25	(0.48)	M:	+1.18	(0.38)	
IB:	+1.32	(0.44)	
US:	+1.16	(0.42)	
Arab:	+1.15	(0.42)	
Wes:	+1.30	(0.44)	
64:	“Emirati	students	who	
attend	private	schools	do	
not	really	desire	an	Arabic-
English	bilingual	education.”	
-0.04	(0.24)	 F:	-0.25	(0.26)	M:	+0.21	(0.23)	
IB:	+0.24	(0.25)	
US:	-0.17	(0.24)	
Arab:	-0.19	(0.25)	
Wes:	+0.18	(0.24)	
65:	“If	an	Arabic-English	
bilingual	model	were	to	be	
applied	to	all	schools	for	
Arab	and	non-Arab	
students,	everyone	will	
welcome	it.”	
+0.42	(0.25)	 F:	+0.44	(0.29)	M:	+0.40	(0.23)	
IB:	+0.41	(0.27)	
US:	+0.43	(0.25)	
Arab:	+0.50	(0.24)	
Wes:	+0.31	(0.27)	
66:	“Many	private	schools	
are	made	up	of	a	huge	
number	of	international	
students;	English	is	the	only	
+0.89	(0.32)	 F:	+0.83	(0.33)	M:	+0.95	(0.31)	
IB:	+1.07	(0.33)	
US:	+0.80	(0.31)	
Arab:	+0.79	(0.31)	
Wes:	+1.02	(0.33)	
Page	220	of	221	
language	most	of	these	
students	can	understand	
and	be	taught	in.”	
67:	“The	majority	of	schools	
in	Dubai	are,	in	fact,	
bilingual.”	
+0.78	(0.29)	 F:	+0.86	(0.31)	M:	+0.69	(0.27)	
IB:	+0.60	(0.28)	
US:	+0.87	(0.30)	
Arab:	+0.90	(0.31)	
Wes:	+0.61	(0.27)	
68:	“Although	several	
models	of	bilingual	
education	exist	in	the	world,	
not	many	schools	in	the	UAE	
follow	them.”	
+0.65	(0.21)	 F:	+0.65	(0.21)	M:	+0.64	(0.23)	
IB:	+0.80	(0.23)	
US:	+0.57	(0.21)	
Arab:	+0.57	(0.22)	
Wes:	+0.76	(0.21)	
69:	“In	Dubai,	there	is	a	high	
demand	in	the	market	for	
Arabic-English	bilingual	
schools.”	
+0.66	(0.21)	 F:	+0.58	(0.20)	M:	+0.76	(0.22)	
IB:	+0.78	(0.22)	
US:	+0.60	(0.20)	
Arab:	+0.64	(0.22)	
Wes:	+0.69	(0.20)	
70:	“Many	people	disagree	
with	the	idea	of	a	bilingual	
speaking	school.”	
-0.22	(0.20)	 F:	-0.38	(0.21)	M:	-0.03	(0.19)	
IB:	-0.22	(0.21)	
US:	-0.21	(0.20)	
Arab:	-0.22	(0.21)	
Wes:	-0.20	(0.19)	
71:	“From	the	perspective	of	
an	Emirati	parent,	I	wouldn't	
be	sacrificing	anything	if	I	
were	to	choose	a	bilingual	
model	over	an	English-
medium	model	for	my	
child.”	
+0.68	(0.25)	 F:	+0.57	(0.25)	M:	+0.80	(0.25)	
IB:	+0.55	(0.24)	
US:	+0.74	(0.26)	
Arab:	+0.80	(0.28)	
Wes:	+0.50	(0.22)	
72:	“By	choosing	to	enroll	
my	child	in	a	bilingual	school	
I	would	be	sacrificing	his/her	
future.”	
-0.37	(0.28)	 F:	-0.46	(0.29)	M:	-0.28	(0.28)	
IB:	-0.54	(0.34)	
US:	-0.29	(0.25)	
Arab:	-0.29	(0.26)	
Wes:	-0.50	(0.31)	
73:	“Being	bilingual	makes	
you	smarter,	gives	you	
cross-cultural	access,	and	
future	employment	
advantages.”	
+1.35	(0.47)	 F:	+1.44	(0.52)	M:	+1.25	(0.41)	
IB:	+1.49	(0.50)	
US:	+1.28	(0.45)	
Arab:	+1.29	(0.46)	
Wes:	+1.44	(0.48)	
74:	“Having	two	main	
languages	being	taught	and	
spoken	would	cause	
dispersion	of	student	
thinking.”	
+0.07	(0.24)	 F:	-0.14	(0.25)	M:	+0.31	(0.24)	
IB:	+0.26	(0.26)	
US:	-0.02	(0.24)	
Arab:	-0.02	(0.25)	
Wes:	+0.22	(0.25)	
75:	“Bilingual	forms	of	
education	are	the	most	
effective	for	closing	the	gap	
between	language	learners	
and	native	speakers.”	
+0.92	(0.29)	 F:	+0.95	(0.31)	M:	+0.88	(0.27)	
IB:	+1.13	(0.30)	
US:	+0.81	(0.28)	
Arab:	+0.84	(0.29)	
Wes:	+1.04	(0.30)	
76:	“In	many	bilingual	
schools	there	is	a	dominant	
language,	then	a	second	
language.”	
+0.88	(0.29)	 F:	+0.78	(0.29)	M:	+1.00	(0.30)	
IB:	+1.20	(0.33)	
US:	+0.72	(0.28)	
Arab:	+0.73	(0.28)	
Wes:	+1.13	(0.31)	
77:	“Bilingual	forms	of	
education	are	the	most	
effective	for	producing	
learners	with	higher	long-
+0.91	(0.27)	 F:	+0.91	(0.31)	M:	+0.92	(0.25)	
IB:	+0.97	(0.26)	
US:	+0.88	(0.29)	
Arab:	+0.93	(0.30)	
Wes:	+0.88	(0.24)	
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term	academic	outcomes	
than	those	educated	in	a	
monolingual	setting.”	
78:	“A	bilingual	programme	
can	result	in	an	adverse	
effect	on	the	overall	
academic	development	of	
the	learner.”	
+0.50	(0.22)	 F:	+0.50	(0.23)	M:	+0.51	(0.22)	
IB:	+0.81	(0.26)	
US:	+0.35	(0.21)	
Arab:	+0.36	(0.22)	
Wes:	+0.73	(0.23)	
79:	“Bilingual	education	
allows	parents	to	provide	
their	children	with	the	
opportunity	to	reach	their	
goals	and	to	excel	in	their	
future	and	in	their	careers.”	
+1.26	(0.41)	 F:	+1.31	(0.45)	M:	+1.21	(0.36)	
IB:	+1.39	(0.43)	
US:	+1.20	(0.39)	
Arab:	+1.26	(0.42)	
Wes:	+1.27	(0.38)	
80:	“It	would	be	
overwhelming	for	learners	
to	cope	in	a	bilingual	setting,	
and	in	the	end	their	
procrastination	would	take	
over	and	cause	them	to	
fail.”	
-0.09	(0.22)	 F:	-0.26	(0.24)	M:	+0.11	(0.21)	
IB:	-0.06	(0.24)	
US:	-0.10	(0.22)	
Arab:	-0.16	(0.22)	
Wes:	+0.03	(0.23)	
81:	“The	bilingual	model	
plays	an	important	role	in	
the	learning	and	teaching	
process.”	
+1.17	(0.35)	 F:	+1.25	(0.38)	M:	+1.07	(0.32)	
IB:	+1.25	(0.35)	
US:	+1.12	(0.35)	
Arab:	+1.15	(0.37)	
Wes:	+1.18	(0.33)	
82:	“The	bilingual	model	will	
not	be	very	successful	in	
Dubai,	nor	will	it	be	very	
effective.”	
-0.72	(0.33)	 F:	-0.99	(0.39)	M:	-0.41	(0.26)	
IB:	-0.88	(0.36)	
US:	-0.63	(0.31)	
Arab:	-0.69	(0.33)	
Wes:	-0.75	(0.32)	
83:	“For	us	Emiratis,	classical	
Arabic	should	be	a	
paramount	part	of	our	daily	
lives,	and	not	be	seen	as	a	
required	course	taken	only	
in	school.”	
+0.58	(0.30)	 F:	+0.36	(0.31)	M:	+0.82	(0.30)	
IB:	+0.55	(0.35)	
US:	+0.59	(0.28)	
Arab:	+0.66	(0.29)	
Wes:	+0.45	(0.33)	
84:	“Arabic	classes	do	not	
pay	attention	to	the	art	of	
our	mother	tongue;	classical	
Arabic	should	not	be	taught	
after	middle	school.”	
+0.19	(0.29)	 F:	+0.25	(0.32)	M:	+0.12	(0.27)	
IB:	+0.43	(0.33)	
US:	+0.06	(0.28)	
Arab:	+0.06	(0.28)	
Wes:	+0.39	(0.32)	
	
	
	
